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CHAPTER 1
Introduction
Students with disabilities have varying learning and social/emotional needs, which
require a vast array of supports and people who can adequately provide that support. These
specialized supports and services are provided across different educational environments. Public
schools in the United States are by law required to provide all students a free and appropriate
education based on Individuals with Disabilities Act (IDEA, 2004). The law ensures that schools
receiving federal funding to provide all students a free and appropriate public education and
ensures that students with disabilities are provide students adequate and appropriate services and
supports based on individual needs.
The IDEA Legislation enacted over the past 50 years has changed how and where support
is provided, as well as who provides that support to students with disabilities. Beginning with the
passage of the Education for All Handicapped Children Act (EAHCA) in 1975, all students with
disabilities, including the most severe, were moved from residential classrooms to public
schools. As students with disabilities became more prevalent in public schools (the population
nearly tripling over the past 25 years), teachers often became overwhelmed and unable to
adequately support their students’ differing needs (Brock & Carter, 2015). Schools began to turn
to educational assistants or paraprofessionals to fill this gap (Brock & Carter, 2015). A
paraprofessional, which may also be referred to in this research as a paraeducator, education
assistant, or instructional aide, is an assistant who works closely with a certified classroom
teacher to provide necessary support to students in the classroom. Paraprofessionals are
employees who (a) provide one-on-one tutoring; (b) assist with classroom management, (c)
coordinate trainings and staff development, (d) conduct parental involvement activities, and (e)
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provide instructional support services under the direct supervision of a highly qualified teacher
(Konza & Fried, 2012). The terms paraprofessional, paraeducator, education assistant, and
instructional aide are used interchangeably in the research.
Policies and legislation over the past three decades were aimed at increasing instructional
support in the general education setting to improve outcomes for students with disabilities
(Wong et al., 2015). The need for more paraprofessionals is growing due to the increasing
number of students who are qualifying for specialized educational support. In addition,
paraprofessionals have been called upon to provide support in the general education setting in
schools (Brock & Carter, 2016). Therefore, paraprofessionals are spread thin in terms of
working with students with disabilities in the general classroom. Therefore, there is a need for
training and support on how to effectively and appropriately support students with disabilities
(Giangreco, 2010).
The need for paraprofessionals is clear as the number of students with disabilities make
up a significant portion of the student population served in general education classrooms.
According to the National Center for Educational Statistics (2007), paraprofessionals are in over
90% of public schools in the United States (NCES, 2007, p. 2). Around 75% are full-time
employees (NCES, 2007, p. 2). The average number of paraprofessionals per school in the
United States is around eight. As of 2019, more than 1.3 million paraprofessionals worked in
schools across United States, and that number is projected to increase in the next 10 years by
over 9% (Bureau of Labor Statistics, 2021, p 1). In contrast, as of 2019, there were only around
450,000 special education teachers in America with a smaller growth outlook of 3-8% (Bureau
of Labor Statistics, 2021, p. 1). In 2016, the enrollment in teacher preparation programs hit the
lowest it has ever been since the National Center for Education Statistics began collecting data
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(Billingsley & Bettini, 2019). The special education certified teaching staff shortage is causing
K-12 classrooms to be understaffed. Forty-nine states reported a shortage of special education
teachers in 2019.
The No Child Left Behind (NCLB) act was passed in 2001. NCLB provided guidance on
the roles and responsibilities of paraprofessionals and on the direct supervision of
paraprofessionals. The NCLB guidance provided broad descriptions of the duties that could be
assigned to those serving as a paraprofessional (No Child Left Behind, 2001). In 2004, IDEA
was reauthorized, which expanded the foundational provisions and detailed what should be
included in Individual Education Plans (IEPs). An IEP is a plan or program developed to ensure
that a child who has a disability identified under the law is attending an elementary or secondary
educational institution and receiving specialized instruction and related services (Yell, 2016).
IDEA (2004) reauthorization required the inclusion of individualized goals that align to specific
performance standards. This reauthorization and further guidance around support that must be
provided to students with disabilities increased the need for more special education teachers and
paraprofessionals in order to adequately support students’ individualized goals (Yell, 2016).
Both NCLB and IDEA provided requirements for paraprofessionals’ training and supervision to
effectively support the needs of all students with disabilities.
Paraprofessionals have had a variety of roles and responsibilities that change depending
on the settings they are supporting students in, and the type of students assigned to them
(Ashbaker & Morgan, 2012). Unfortunately, paraprofessionals’ roles and responsibilities are
often not defined or unclear, which leads to confusion or inadequate support for students with
disabilities. The current literature identifies a disconnect between job responsibilities on paper
versus actual responsibilities but has also identified that paraprofessionals are getting limited
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support and training on how to support students with disabilities and their varying needs
(Giangreco et al., 2010; Scheuermann et al., 2013; Trautman, 2004; Wallace, 2004;). Teachers
lack the training, guidance, and support to supervise paraprofessionals in a way that ensures the
implementation of the most effective practices to improve outcomes for students with disabilities
(Giangreco et al., 2010; Scheuermann et al., 2013; Trautman, 2004; Wallace, 2004). Ashbaker
and Morgan (2012) believe it is critical for school districts to provide ongoing professional
development and supervision to ensure that students with disabilities are being supported
effectively.
The responsibilities and duties of paraprofessionals vary greatly depending on the day,
teacher, and student (Barrio & Hollingshead, 2017). Barrio and Harringshead (2017) provide a
number of key ideas on preparing paraprofessionals. These ideas include unpredictable changing
roles, little to no training often leads to confusion, low retention rates for paraprofessionals, and
inadequate support for students with disabilities (Barrio & Hollingshead, 2017). They also found
that paraprofessionals were asked to support students with some of the most complex disabilities
across varying educational settings but were often the least educated and experienced. Job
training for paraprofessionals is critical for developing successful understanding and
implementation of roles and responsibilities (Brown & Stanton-Chapman, 2017). These concerns
support the need for further research on how to best support and train paraprofessionals to ensure
they are more effective in providing support to students with disabilities.
In response to the need for further research on how to best support and train
paraprofessionals, this current research will study the impact of an online training process for
paraprofessionals. The online training in this study was the Paraprofessional Toolbox training
which was first developed and implemented in 2017. Since then, this paraprofessional toolkit
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training has been provided on-site and virtually to over 60 districts in South Dakota, Louisiana,
and Wyoming. This tool was developed based on feedback from over 200 district and building
administrators in South Dakota. The administrators included superintendents, special education
directors, and curriculum directors. Based on survey results, it was determined that schools were
interested in and in need of paraprofessional training and support for the personnel who work
with students with special needs. Specifically, this study seeks to identify paraprofessionals’
knowledge of seven key areas of their work and whether they perceive an increase in knowledge
after completing the online training. The seven key areas include: 1) Understanding Disabilities,
2) Roles and Responsibilities, 3) Collaboration with Teachers, 4) Accommodations and
Modifications, 5) Empowering Students to be Independent, 6) Academic Instruction, and 7)
Monitoring and Managing Behaviors. The seven key areas were developed based on feedback
and survey data from special education teachers, district administrators, and building
administrators. A group of Black Hills Special Services Cooperative employees analyzed the
feedback and survey data to identify the seven key areas that could have the greatest impact on
paraprofessionals who support students with disabilities.
Statement of Problem
Paraprofessionals placed in classrooms to support students with disabilities may not be
adequately trained to address individuals’ needs. According to Brown and Stanton-Chapman
(2017), paraprofessionals have little to no training in supporting students with disabilities. Job
training is critical for paraprofessionals to develop successful understanding and implementation
of their roles and responsibilities in supporting students with disabilities (Brown & StantonChapman, 2017; Giangreco, et al., 2010; Jones et al., 2012).
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Although paraprofessionals may enter their role with little understanding and experience
in education, research indicates that providing professional development or other learning
support greatly advances their knowledge and implementation of adequate support (Brown &
Stanton-Chapman, 2017). Based on a study by Brown and Stanton-Chapman (2017),
paraprofessional training resulted in an increased retention rate, increased enrollment in special
education teaching-licensure programs, and increased collaboration among IEP team members.
Because paraprofessionals were less likely to leave the job, students experienced a more
consistent environment allowing students to develop relationships. In addition, paraprofessionals
developed a better understanding of how to support students effectively which led to better
educational and emotional outcomes for students (McKenzie, 2011). Based on this information,
it is clear that supporting and training paraprofessionals is critical for schools in order for
paraprofessionals to clearly understand their roles and adequately support students with
disabilities. Studies indicate there are various ways to support and train paraprofessionals. It can
be delivered in many forms including in-person coaching support to virtual support. If correctly
implemented, coaching and virtual training can be effective (Barrio & Hollingshead, 2017;
Douglas et al., 2013; Granpeesheh et al., 2010; Ledford et al., 2017; McCulloch & Noonan,
2013).
Research on current training practices and delivery methods for paraprofessionals is
limited. Research has reinforced that training for paraprofessionals is often unavailable or limited
and lacking in rigor, indicating a current need for paraprofessionals to receive consistent and
quality training (Davis et al. 2007; Ledford et al. 2017; Whitaker, 2000). Studies have shown that
what training paraprofessionals do get has a positive outcome for paraprofessionals
(Granpeesheh et al., 2010; Ledford et al. 2017; McCulloch & Noonan, 2013),
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Purpose of Study
The purpose of this quantitative study was to identify the extent did paraprofessionals’
knowledge of supporting students with disabilities increased after completing the
Paraprofessional Toolkit training program online. This study also identifies the extent to which
difference in the knowledge that paraprofessionals gain from the training program based on
personal characteristics.
The purpose of this quantitative study was to identify the extent did paraprofessionals’
knowledge of supporting students with disabilities increase after completing the Paraprofessional
Toolkit training program online. This study also identify extent to which there were differences
in the knowledge that paraprofessionals gain from the training program based on personal
characteristics.
Research Questions
The following questions guided this study:
1. To what extent did paraprofessionals’ knowledge of supporting students with disabilities
increase after completing the Paraprofessional Toolkit training program online (seven
areas below).
a. Understanding Disabilities
b. Roles and Responsibilities
c. Collaboration with Teachers
d. Accommodations and Modifications
e. Empowering Students to be Independent
f. Academic Instruction
g. Monitoring and Managing Behaviors
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2. To what extent are there differences in the knowledge that paraprofessionals gain from the
training program based on:
a. Paraprofessional years of experience
b. State (location)
c. Grade level
d. Size of district
Significance of the Study
This study adds to the current research on training paraprofessionals, specifically the
impact of online training modules. The data collected from this study may be used by districts to
determine training content and topics that are impactful in supporting the training of
paraprofessionals. The online Paraprofessional Toolkit training modules in this study include the
following seven key areas: 1) Understanding Disabilities, 2) Roles and Responsibilities,
3) Collaboration with Teachers, 4) Accommodations and Modifications, 5) Empowering
Students to be Independent, 6) Academic Instruction, and 7) Monitoring and Managing
Behaviors.
Theoretical Framework
Transformative Learning (TL) was used in the designing of and development of the
online Paraprofessional Toolkit, including the development of pre-and post-assessment questions
(Mezirow, 2000). Transformative learning is the process that individuals use to investigate
previously-held thoughts and explore, question, and modify how they currently understand
previous knowledge. Mezirow (2000) focused on who was doing the learning and under what
context is key to understanding Transformative Learning. For adult learners, it is important to
transform learning to fit learning into work-related circumstances (Mezirow, 2000).
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Transformative Learning (TL) theory allows participants to use critical reflection and
self-reflection with learning experiences to achieve short- and long-term objectives (Mezirow,
2000). The key to TL is having the learner experience a dilemma that challenges a previously
understood frame of reference, which guides the participant into reflection and critical selfreflection about their current understandings (King, 2009; Mezirow, 2000). Mezirow (2000)
argued that learners require guidance and practice in recognizing old and new frameworks. Using
TL to guide the development of the reflection activities, and pre- and post-assessment questions,
the toolkit provided specific knowledge and information in a focused way to encourage
paraprofessionals to reflect on current practices and apply knowledge in their current roles.
Along with the TL theory, Connectivism theory also applied and provided a framework
for this study by focusing on the digital aspect of learning. Connectivism is a relatively new,
somewhat controversial theory based on Vygotsky’s constructivist learning theory (Duke, et al.,
2013). According to constructivism, thinking processes are not static, but evolve as new
information is presented and joined with previous knowledge (Duke et al., 2013). According to
connectivism, it is important to consider how technologies play a role in the thinking process
(Siemens, 2005; Joao, 2018) Connectivism is based on the idea that learning happens when
learners are connected to sources of information (Siemens, 2005). Connectivism theory attempts
to advance current theories to be more applicable to the digital age, where learning can occur at
our fingertips (Joao, 2018). Joao (2018) argues that learning should be adjusted to consider
changing technology and that today’s learning is supported by external storage within technology
and constant access to this information.
Connectivism describes how learning may happen within a digital setting or network
within the digital world where information is presented and shared (Downes, 2010; Siemens,
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2005; Oddone, et al, 2019). The main concept of connectivism is that knowledge extends across
multiple connections or nodes within digital worlds. As a result, learning is a systemic and
functional process of generating connections between these nodes within this digital environment
(Siemens, 2005; Oddone, et al, 2019). The learner may see patterns and create connections
between nodes; therefore, the capacity to know is more important than what is already known
(Siemens, 2005). Connectivism argues that understanding or knowledge is socially formed, but
learning is autonomously motivated by the individual, which is in turn operating within networks
of openness, interactive, and connectedness (Downes, 2012; Oddone, 2019). Siemens (2005);
Oddone et al, (2019). Joao (2018) argued that connectivism shifts the control from the instructor
or teacher to the learner, which allows them to create their own learning.
The connectivism theory provides a framework for understanding the learning process of
paraprofessionals utilizing online training modules in this study. Using this as theoretical
framework within this study provided guidance about how individuals, including
paraprofessionals, learn and interact with learning in a digital learning environment
Conceptual Framework
Providing paraprofessionals professional training by utilizing online training modules
was the conceptual framework of this study. Although online training for paraprofessionals has
demonstrated a positive impact on increasing knowledge and implementation of certain
practices, the research is still limited and not recent (Douglas et al., 2013; McCulloch et al.,
2013; Joyce & Showers, 2002; Killian, 2002; Jacobs & Park, 2009). The delivery of training and
type of training for paraprofessionals differs across studies. From these studies, training and
professional learning for paraprofessionals (designed to increase their knowledge, understanding,
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and competences) is crucial when it comes to supporting students with disabilities (Douglas et
al., 2013; Jacobs & Park, 2009; Joyce & Showers, 2002; Killian, 2002; McCulloch et al., 2013).
The delivery of information and professional learning content via online training modules
was the focus of the study. Online professional development can be described as training that
supports professional growth via instruction and support over the internet (Elliot, 2017). The
online Paraprofessional Toolkit was developed to provide districts a flexible option to provide
professional development to their paraprofessionals, rather than the traditional face-to-face
professional development. The paraprofessional online modules involve a variety of multimedia
elements including graphics, audio, video, and web-links, pre- and post-assessments, reflection
activities, and online resources, which are all accessed through paraprofessional's internet
browser. Although online training specifically for paraprofessionals has shown some positive
impacts on knowledge and application within their practices (Douglas et al., 2013; McCulloch et
al., 2013), research on the overall impact of paraprofessionals knowledge when using an online
training for paraprofessionals is still very limited. By using this framework, this study considered
the overall impact of the online Paraprofessional Toolkit learning modules on paraprofessionals’
knowledge of supporting students with disabilities.
Research has identified possible areas that have an impact on paraprofessionals’ abilities
to support students with disabilities, but research is still at the basic levels of understanding
specific topics needed for paraprofessionals to be successful (Breton, 2010; Brown & StantonChapman, 2017; Hughes & Valle-Riestra, 2008; Jones et al., 2012; Rodriguez, 2010). Further
research is needed to determine whether using an online training program to train
paraprofessionals in specific areas leads to paraprofessionals feeling better equipped to support
students with disabilities.
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Definition of Terms
For the purpose of clarity in this study, the following terms have been defined and
supported with research. Definitions that do not include a citation have been created by the
researcher.
Free and Appropriate Public Education (FAPE): Each eligible child with a disability
is entitled to a free appropriate public education (FAPE) that emphasizes special
education and related services designed to meet the child’s unique needs and that
prepares the child for further education, employment, and independent living. (Keogh,
2007).
Individualized Education Plan (IEP): A plan or program developed to ensure that a
child who has a disability identified under the law is attending an elementary or
secondary educational institution and receives specialized instruction and related services
(IDEA, 2004).
No Child Left Behind Act: Legislation that allowed the federal government to hold
schools responsible for the academic success of all their students and helped increase the
performance of specific groups of students (NCLB, 2004).
Online training: Training that provides instruction and support over the internet. It
involves a variety of multimedia elements, including graphics, audio, video, and weblinks, assessments activities, online resources, which are all accessed through one's
internet browser.
Paraprofessional: An education assistant who works closely with a certified classroom
teacher to provide necessary support to students in the classroom.
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Limitations of the Study
Limitations of the study include participant size in the research. Only school districts in
two states completed the training. Within these states, no more than ten districts in each state
participated in the online training provided by Black Hills Special Services Cooperative. Since
many participants were not provided an option to participate in the online training but were
required by supervisors to complete it, the lack of personal choice may impact how
paraprofessionals perceived the training which may impact how they completed each of the tools
in the Paraprofessional Toolkit.
Delimitations of Study
A delimitation of this study is that the population only represents two different states
across the United States and may not represent the paraprofessional population as a whole.
Organization of the Study
This study is divided into five chapters. Chapter 1 presented the introduction, statement
of the problem, research questions, significance of the study, definition of terms, and limitations
and delimitations of the study. Chapter 2 contains the review of related literature and research on
paraprofessionals’ historical background, roles and responsibilities, and trainings. Chapter 3
contains the methodology, procedures to collect data, and the analysis of the data for the study.
Chapter 4 contains the results of analyses and findings. Chapter 5 contains a summary of the
study and findings, conclusions drawn from the findings, a discussion, and recommendations for
practice and further study.
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CHAPTER 2
Review of Literature
The purpose of this quantitative study is to identify the differences between pre- and postassessment data from paraprofessionals in two rural states who completed the online
Paraprofessional Toolkit training. Ex post facto data was be used to analyze each tool within the
paraprofessional toolkit training.
Chapter 2 includes the history of paraprofessionals in public schools across the United
States and how their roles have changed. Related literature and research on paraprofessional
roles and responsibilities and how collaboration impacts their work, as well as types of
professional learning that are being used that have had a positive impact on paraprofessionals’
ability to support students with disabilities will also be included. Finally, related literature and
research on professional learning methodology and delivery systems that are currently used to in
the training and support of paraprofessional is discussed in the chapter.
The literature reviewed was acquired from a variety of resources. The primary source for
the material was numerous research databases, including EBSCOhost Databases and ProQuest
Databases, both available through the University of South Dakota's I.D. Weeks Library.
Research terms including paraprofessionals, roles, educational assistants, professional learning,
responsibilities, job duties, perceptions, phenomenology, and mixed study were used in the
search engines and databases. The sources include scholarly journals, dissertations, and books.
Research was focused on publications from the years 2010 through 2020; however, older
publications and educational philosophers were consulted for background information. Sources
derived from scholarly journals in the field of education were given priority, as were studies that
pertained to paraprofessionals’ roles, responsibilities, and training. The guidelines found in the

14

Publication Manual of the American Psychological Association, Seventh Edition were used to
format this dissertation.
History of the Paraprofessional
Educating and supporting students with disabilities has been a major issue and topic in
United States for more than fifty years. It wasn’t until 1975 when the Education for All
Handicapped Children Act (EAHCA) was passed that students were guaranteed a “free and
appropriate education” (FAPE) regardless of status or severity of disability (Keogh, 2007). This
was the first step that moved children with disabilities into classrooms with their non-disabled
peers, resulting in an increasing population of students with disabilities in schools. Along with
these students came a wide variety of needs and complexities, resulting in the shift of
paraprofessionals’ roles and responsibilities. Since then, new legislation, as well as federal and
state policies, continue to provide school districts with requirements and guidance on providing
FAPE. Because of this, schools have been trying to appropriately and effectively support the
learning needs of all learners, including students with disabilities. Paraprofessionals were and are
still being relied on to provide direct support and instruction to students with disabilities (Zobell
& Hwang, 2020; French, 2003).
The U.S Department of Education (2016) identified a shortage of special education
teachers over the past 20 years in today’s schools. With this massive teacher shortage,
paraprofessionals are now being relied on to provide more support to students with disabilities,
while the special education teacher provides guidance. This type of service delivery model for
students with disabilities can directly create an overreliance on paraprofessionals, who are not
certified teachers or staff and are often untrained and not clear about how to adequately support
learners’ needs (Giangreco & Broer, 2007).
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Support staff or paraprofessionals have worked within education, human services, and
other programs since as early as the end of the 19th century (Wallace, 2004). Although they
worked in the education field, the number employed in schools was small (Wallace, 2004). Most
of their duties and responsibilities were unclear and basic. It was not until the 1950s that the roles
and overall perceived value of paraprofessionals were recognized (Wallace, 2004). After World
War II, soldiers returned home to start families, resulting in the baby boom. The population
increase led to increased need for educational staff members in schools; however, the supply of
trained teachers did not keep up with the demand brought on by the increased population
(Pickett, 2002). Due to critical shortages of teachers in the 1950s, schools began appointing
teacher aides to support teachers with non-instructional tasks (Pickett, 2002; Wallace, 2004). The
concept behind this was that if paraprofessionals provided supports by supervising students,
completing clerical work, and other duties, it increased the availability for trained teachers to
instruct and support students in the general education classroom (Wallace, 2004). During the late
1950s and into early 1960s, paraprofessionals were starting to be trained to provide direct
instruction to students within the general education environment (Pickett, 2002; Wallace, 2004).
Paraprofessionals continued to be more frequently utilized in schools throughout the
following decades. During the 1960s and 1970s, the Equal Rights and Civil Rights movements
began to push for equal educational opportunities and services to be provided for individuals
with disadvantaged backgrounds (U.S. Department of Education, 2004). These movements led to
legislation being passed, which directly resulted in the creation of Title I and Head Start
programs. Title I was designed to provide direct funding to schools whose student population
was made up of mostly low-income families (U.S. Department of Education, 2004) while Head
Start programs provided early childhood education service to low-income families (U.S.
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Department of Health & Human Services, 2021). According to Martin (2009), the focus on
equity led to a movement by parents and other advocates who pushed for educational
opportunities and additional services for individuals with disabilities.
In 1975, the passage of Education for All Handicapped Children Act (EAHCA) provided
the guarantee of free and appropriate education (FAPE) for all students, regardless of the
disability (Keogh, 2007). This legislation became the foundation that that led to more regulations
and guidance on how to educate students with disabilities (Yell et al., 1998). EAHCA included a
provision that students with disabilities are to be educated within the Least Restrictive
Environment (LRE), which clearly established that students with disabilities should not be
removed from their peers or regular education environment unless the use of aids and services
cannot be adequately met. Students with disabilities went from being placed in the most severe
restrictive placements and state-run institutions to less restrictive and more integrated
environments (Wallace, 2004). With this, paraprofessionals became increasingly needed and
their roles expanded beyond educational assistance to supporting students with disabilities in
general education classrooms. Additionally, paraprofessionals were often hired from local
communities to serve as a connection and boost confidence between the schools and parents who
were from diverse cultural backgrounds or had students who were disabled (Wallace, 2004).
In the 1980s and 1990s, legislation and court cases continued to expand provisions of
how schools were providing services to students with disabilities. With the reauthorization of
EAHCA in 1990, which was renamed to Individuals with Disabilities Education Act (IDEA),
fundamental components of Free and Appropriate Public Education and Least Restrictive
Environment remained while several components were added. A key component added was the
requirement that students with disabilities have an Individualized Education Plan (IEP) (U.S.
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Department of Education, 2010). Due to the creation of IEPs, the services that students with
disabilities were needing continued to expand, thus also expanding the need for and
responsibilities of paraprofessionals. Paraprofessionals were at the front lines of servicing and
supporting students with disabilities in the least restrictive environment: the general education
classroom (Hunt & Goetz, 1997). Supporting students with disabilities in these inclusionary
settings continued to shift the responsibilities of paraprofessionals. They were no longer asked to
do clerical duties, but to provide academic and behavioral supports (French, 2003).
As more and more students with disabilities were educated in the general education
classroom and paraprofessional roles continued shifting so rapidly, it was clear that the next
legislation passed needed to include a definition of what paraprofessionals should and should not
be doing. In 2001, the No Child Left Behind Act (NCLB) was passed, which described
paraprofessional roles, training, and requirements for paraprofessionals. NCLB (2001) outlined
the instructional support duties of paraprofessionals and required that teachers provide direct
supervision. Previous research by Brown and Stanton-Chapman (2017), Giangreco (2013),
Giangreco and Broer (2005), and Hughes and Valle-Riestra (2008) found that paraprofessionals
did not have the training, certifications, appropriate support, and role understanding to
appropriately support students with disabilities. In 2004, IDEA was reauthorized as the
Individual with Disabilities Education Improvement Act (IDEIA), which continued to expand
those foundational provisions, but also added that Individual Education Plans (IEPs) should
include specific and individualized goals aligned to state performance standards. This directly
aligned to the NCLB Act, which required states to make yearly and adequate progress (U.S.
Department of Education, 2010).

18

Over the past several years, the definition and understanding of FAPE evolved because of
court cases including Endrew F. v. Douglas County School District RE-1 (Cowin, 2018). In this
landmark case, the Supreme Court determined that a student’s “educational program must be
appropriately ambitious in light of his circumstances, just as advancement from grade to grade is
appropriately ambitious for most children in the regular classroom.” (Cowin, 2018, p. 604). The
Court also ruled that each students’ goals should be different, with the opportunity to meet
rigorous objectives (Cowin, 2018). With the further clarification of FAPE, school districts
continued to explore and find ways to adequately support and provide appropriate educational
programming for students with disabilities, which continued to expand how paraprofessionals
were being utilized.
Equity for students with disabilities became a fundamental value as a result of the various
interpretations of FAPE (Rueda et al., 2000). Equity focuses specifically on providing academic
and related services to students with disabilities in the Least Restrictive Environment (LRE). In
order to ensure this was being addressed, schools changed the setting in which students with
disabilities were being served. Since where students were being served changed, how
paraprofessionals were supporting students with disabilities also continued to change. Services
agreed on by the IEP team provided students with disabilities the advantage of remaining in the
general education setting while receiving the direct services that address their needs. These
services often fell on the paraprofessionals (Giangreco & Suter, 2015). According to Giangreco
and Suter (2015), each school has differing service delivery models to support students with
disabilities. Most of these models were conceptualized and implemented before schools started
to support and service more of the severe and varied disabilities that they serve today (Giangreco
& Suter, 2015).
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Paraprofessionals Today
It is clear that the need for paraprofessionals will continue to increase, with about a 9%
growth in the next 5 to 10 years (Bureau of Labor Statistics, 2021, p. 5). The increased need for
paraprofessionals also means an increased need to determine how to best utilize the
paraprofessional in the classroom. Paraprofessionals today collect data, assist with technology,
provide behavioral support, implement accommodations, and provide instructional supports to
student groups (Fisher & Pleasants, 2012; Patterson, 2006; Stewart, 2019). In order to ensure
state and federal requirements are met, understanding the roles and responsibilities of
paraprofessionals is required (Plans, 2015). While teachers are considered certified employees,
paraprofessionals are not (Plan, 2015). As classified employees, school districts must see to it
that paraprofessionals follow federal and, if applicable, state requirements. The Every Student
Succeeds Act of 2015 (ESSA) requires that paraprofessionals hired using state and federal
funding must meet the qualifications established in this act (Plans, 2015).
Established qualifications must be met prior to allowing paraprofessionals to provide a
variety of services, including instructional support. Although federal requirements do allow
paraprofessionals working in schools today to provide some instructional support, the regulations
do indicate that they should not deliver planned direct or core instruction or, introduce students
to new skills, concepts, or academic based content (ESSA, 2015). Although there are
qualifications and rules, the federal government allows states to determine their own
interpretations of the federal mandates, resulting in states and districts varying in requirements
for paraprofessionals.
As students with disabilities moved out of the most restrictive placements and into
general education settings, the roles of teachers and paraprofessionals evolved to meet this
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systemic change. Paraprofessionals are now expected by the IEP team to support students with
disabilities in all settings, including the general education environment. These placements into
the least restrictive environment are intended for all students regardless of the severity of the
disability (Giangreco & Broer, 2007). Based on this data indicating the increasing population and
usage of paraprofessionals, it is crucial to explore the roles of paraprofessionals commonly used
in classrooms across the United States.
Giangreco (2013) studied how paraprofessionals are used in the classroom based on their
education, training, and experience. Both studies identified paraprofessionals and special
education teachers as the main individuals providing direct services to students with disabilities
in and out of the general education setting. Additional research by Carter et al. (2009) regarding
roles and responsibilities found that paraprofessionals provided one-on-one and group academic
support, helped facilitate social relationships, and carried out educational plans to effectively
support students. Across the United States, many paraprofessionals spend the majority of their
time providing instructional support one-to-one with students or in small groups, adjusting
materials, implementing behavior management plans, monitoring hallways, collecting data on
students’ performance and behavior, assisting students with personal care needs, and
implementing accommodations (Westat, 2001). Giangreco et al. (2001) and Morningstar et al.
(2015) found that paraprofessionals often provide primary instruction instead of supplemental
instruction which is comparable to what a special education teacher provides.
The need for paraprofessionals continued to rapidly increase with the passage of
legislation and the reauthorization of Individuals with Disabilities Education Act (IDEA) in
2004. IDEA and its reauthorization revolutionized how students with disabilities are educated
and supported (Department of Education, Office of Special Education Programs, 2019). This
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also exponentially expanded the need for paraprofessionals and defined the roles they serve in
the classroom. As more students with disabilities are educated in least restrictive environments,
paraprofessionals’ roles and responsibilities also continue to evolve.
Roles and Responsibilities
Paraprofessionals have a variety of responsibilities across various settings and disability
categories (Ashbaker & Morgan, 2012). The specifics of their roles are often unclear, so it is
crucial for school districts to provide ongoing professional development and supervision to
ensure that students with disabilities are being supported effectively (Ashbaker & Morgan,
2012). Morgan and Ashbaker (2012), McGrath et al. (2010), and Boudreau and Twigg (2011)
emphasize that the administration and supervising teachers should ensure paraprofessionals
know what their role is and know what their role is not. Little is understood or has been studied
about recognizing the definite roles and duties of a paraprofessional because the regulations and
rules are often left up to the districts to interpret (Boudreau & Twigg, 2011).
According to Plans (2015), requirements for paraprofessionals vary from state to state
and even district to district, often leaving school officials on their own to interpret federal
regulations. With these varying requirements and interpretations, paraprofessionals’ roles can be
heavily impacted simply because of a lack of clarity. When roles are not clearly defined and
established, paraprofessionals cannot understand or effectively implement the priorities and
goals within each classroom (Devlin, 2008). Fisher and Pleasants (2012) found that the
achievements of students with disabilities are often directly connected with the paraprofessional
supports they are provided. Paraprofessionals in schools today participate in tasks and duties that
were once completed only by certified teachers (Hughes & Valle-Riestra, 2008). Background,
education, and experience are important indicators of a successful paraprofessional. Often times,
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paraprofessionals spend more of their time with students than a special education teacher (Brown
& Stanton-Chapman, 2017). Yet, paraprofessionals are often unprepared for the complexities of
the job lacking educational training and foundational knowledge about supporting students,
instructional strategies, and behavioral supports (Brown & Stanton-Chapman, 2017).
School districts are now obligated by law to adequately support students with disabilities
driving more schools to hire paraprofessionals (Suter & Giangreco, 2009). Research from Suter
and Giangreco (2009) showed that a critical indicator for paraprofessionals to be successful is
that they must have a clear understanding of the roles and responsibilities. Based on the Suter
and Giangreco (2009) study that was conducted in 19 school districts, including rural, urban, and
suburban school districts, it was determined that regardless of the geographical and
demographical setting, special education teachers have a large workload that they are expected to
complete but have little to no support. Their caseloads are steadily increasing, which raises
concerns around their ability to support students with disabilities adequately and legally (Suter &
Giangreco, 2009). Special education teachers continue to have one of the most demanding jobs
(Garwood et al. 2018). Due to the ongoing demand, special education teachers are facing burnout
resulting in more paraprofessionals being utilized (Langer et al., 2017). Because of the large
caseload sizes and the responsibilities that come with that, special education teachers are
increasing the use of paraprofessionals in the classroom to provide an array of supports with the
main support being instruction (Suter & Giangreco, 2009). When exploring these schedule and
service delivery models, most paraprofessionals in this study were assigned to one-to-one
support. This could indicate an over-reliance on paraprofessionals resulting in an ineffective way
to support students with disabilities (Suter & Giangreco, 2009). Suter and Giangreco’s (2009)
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study highlighted a concern of how students with disabilities are accessing FAPE and who is
providing their main instructional or other services.
Varied roles and responsibilities were identified in research by Carter et al. (2009). This
research indicated that roles and responsibilities vary depending on the paraprofessionals’ work
across a wide variety of indicators including disability categories, working in multiple settings
(inclusion and resource/self-contained), and providing a wide range of academic, behavioral, and
social supports (Carter et al., 2009). Furthermore, research by Chopra et al. (2011), Davis et al.
(2007), and Giangreco and Broer (2005) suggest that paraprofessional roles can also vary
significantly based on the building in which the paraprofessional is working and if the classroom
teacher has the ability, time, and willingness to train and support the paraprofessional.
Research completed by Brown and Stanton-Chapman (2017) involved a mixed method
study, including a survey of twenty paraprofessionals in a Mid-Atlantic state (Brown & StantonChapman, 2017). This study found that paraprofessionals were significant in supporting the
development of student learning, behavior, and social understandings. It also identified possible
indicators of how paraprofessionals may be successful in supporting students with disabilities.
The main factor identified was that, regardless of the background and experience of
paraprofessionals, motivation to adequately and appropriately instruct students played a greater
role than anything else (Brown & Stanton-Chapman, 2017). This study suggested that hiring
staff and support staff that are willing to collaborate, whether it is a teacher willing to give up
control of the classroom or the paraprofessional’s capacity to engage in classroom
responsibilities, is critical to the effectiveness of the paraprofessional (Brown & StantonChapman, 2017).The Brown and Stanton-Chapman (2017) study also indicated that it is difficult
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to quantify the common tasks for paraprofessionals due to the ever-evolving classroom design,
student population, and varying student needs (Brown & Stanton-Chapman, 2017).
Research conducted by Tews and Lupart (2008) identified some of the most common
roles of a paraprofessional, which included providing academic instruction, supporting
behaviors, implementing personal care, facilitating and supporting peer interactions, and
collecting student data. Hughes and Valle-Riestra (2008) conducted research of 52
paraprofessionals who rated activities they performed by frequency. This study concluded that
activities completed most often by paraprofessionals included supporting concepts, assisting
classroom and behavior management, supervision of children outside the classroom, and
providing support in planning.
Paraprofessionals often spend the majority of their day providing instruction to students
with disabilities in a variety of settings, including the general education setting (Giangreco &
Broer, 2005). A study conducted by Giangrecro and Broer (2005) collected data in twelve public
schools in Vermont: seven elementary schools, three middle schools, and two K-12 grade
schools. A total of 153 paraprofessionals provided information about their responsibilities during
a typical school day. Results found that paraprofessionals during a given school day spent the
majority of their time providing instruction, which was planned out by teachers, and the other
providing behavior supports and engaging in activities that were self-directed (Giangreco &
Broer, 2005). The rest of their day, which was a small percentage, was spent doing clerical work
and providing personal care (Giangreco & Broer, 2005).
A study conducted by Patterson (2006) involved 22 paraprofessionals across three school
districts in Florida, each working in a K-12 grade school. This study revealed that
paraprofessional roles included instruction of students, creating lesson plans, grading papers, and
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developing testing materials without support or guidance from the certified teaching staff
(Patterson, 2006). Furthering this, Giangreco et al. (2006) conducted a study in 26 schools with
472 participants. This study discovered that paraprofessionals could be responsible for providing
most of the instruction for special education students. With paraprofessionals frequently
becoming the replacement teacher or primary instructor, two possible consequences or issues
arise. According to Goe and Matlach (2014), paraprofessionals assume the role of supporting and
instructing all students, meaning they are not engaging or adequately supporting students with
disabilities. Secondly, paraprofessionals can then be viewed as the primary instructor for students
with disabilities, when they should be supporting the general education teacher.
Paraprofessionals assuming this responsibility need communication and support, but frequently
these supports or explanations about roles and expectations are unclear and not communicated by
general education teachers, special education teachers, or administrators (Goe & Matlach, 2014).
Paraprofessionals are often overlooked or are not provided clear avenues to communicate
and collaborate with the general education and/or special education teachers (Delvin, 2008).
Research indicates that there are several variables that impact the success of paraprofessionals’
ability to effectively provide services and support to students with disabilities (Biggs et al., 2016;
Brown & Stanton-Chapman, 2017; Delvin, 2008; Goe & Matlach, 2014). One variable remains
consistent: the most effective way to ensure paraprofessionals can adequately support students
with disabilities is if administrators, general education teachers, and special education teachers
provide open and adequate avenues of collaboration, communication, and support to
paraprofessionals about their roles and responsibilities (Biggs et al., 2016). Classroom teachers,
special education teachers, and paraprofessionals are all charged with the task of meeting the
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needs of their students in the differing learning environments, so collaboration is paramount
(Giangreco & Broer, 2005).
Communication and Collaboration
Prior to the push for inclusion, students with disabilities were often kept in separate
rooms or even separate facilities for education (Draper, 2018). This not only prevented students
with disabilities from interacting with their non-disabled peers, but also separated special
education teachers and general education teachers from collaborating. Over the years, this
developed a perceived barrier between the two teachers and made it unclear as to who is
responsible for educating and supporting the learning needs of students with disabilities (Draper,
2018). Research conducted by Buell et al. (1999) discovered that occasionally, general education
teachers viewed the inclusion process as an unwelcome, mandatory practice, which had many
concerned about inclusion and its implementation. Monsen et al. (2014) conducted a study in
which data was gathered from 95 general education teachers about their perceptions regarding
inclusionary practices. The study found that teachers had preferences for including students with
certain types of disabilities. General education teachers were less likely to include students with
disabilities who had disruptive behaviors or multiple disabilities in their classrooms (Monsen et
al., 2014). Other research indicates that schools are making improvements towards changing the
perceptions about including students with disabilities in the general education classroom and
how to provide services and supports in the least restrictive environment (LRE) (Friend et al.,
2010; Murawski & Scott, 2019; Villa et al., 2008). As schools and teachers explore ways to
reconnect special education and general education, the responsibility of connecting the two types
of teachers often falls onto the paraprofessionals (Ashbaker & Morgan, 2012).
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In order to effectively support students with disabilities in the general education setting,
teachers and school staff must communicate and collaborate (Draper, 2018). It is essential that
special education teachers and general education teachers be open and willing to work with
paraprofessionals (who have varied education, experience, and capabilities) to create a successful
team that supports the learning needs of all students in the building (Jones et al., 2012). A divide
exists between paraprofessionals’ task of supporting teachers and what teachers are equipped to
provide paraprofessionals. Paraprofessionals have requested that teachers be trained on how to
effectively and appropriately collaborate and communicate with them (Sauberan, 2015).
Paraprofessionals often find themselves supporting students with disabilities across a
variety of settings (Ashbaker & Morgan, 2012). Although they are a key piece in the critical
collaboration between general education and special education, paraprofessionals’ roles are
overlooked or not involved, or they are not provided clear avenues to communicate and
collaborate between the two teachers (Delvin, 2008). In order for schools and their staff,
including paraprofessionals, to be successful, they must ensure that everyone is connected within
a school culture that emphasizes student learning and engagement for all learners (DuFour,
2004). This type of school culture allows paraprofessionals to communicate, collaborate, and
support both general education and special education teachers, as they are often seen as the
bridge that connects these two (Delvin, 2008).
In order to effectively support students with disabilities, it is clear that collaboration and
teamwork amongst all staff is critical. More specifically, teacher and paraprofessional
collaboration to ensure effective support and educational programming for students with
disabilities is crucial for students’ academic success and emotional well-being (Bigg et al.,
2016). Knowing that the roles of paraprofessionals frequently change, especially with
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instruction, the need for consistent and effective collaboration is critical for the success of the
education team and the student (Giangreco et al., 2010). A review of 32 studies and literature
articles reaffirmed that the lack of effective collaboration between paraprofessionals and teachers
directly impacts students with disabilities’ success, and decreases job satisfaction and retention
of paraprofessionals (Giangreco et al., 2010).
Biggs et al. (2016) focused on the collaborative relationship between paraprofessionals
and teachers. In the study, similar interview questions were given to both paraprofessionals and
teachers in the same school. Biggs et al. (2016) discovered that quality relationships between
teachers and paraprofessionals has an impact on paraprofessionals’ perceptions of their roles and
responsibilities. The data analysis identified several different influences that shaped the nature
and quality of their work together (Biggs et al., 2016). The study found that paraprofessional
training will most likely only have a “modest impact on improving the quality of these
relationships” (Biggs et al., 2016, p. 270). Briggs et al. (2016) determined that paraprofessionals
should contribute to this collaborative environment, and within this collaborative environment,
everyone having a voice is important (Biggs et al., 2016). The research by Hughes and ValleRiestra (2008) followed fifty-two paraprofessionals and fifty-two teachers from a large, urban,
public school who were given two surveys, one for paraprofessionals and one for teachers. A
subgroup of paraprofessionals and teachers were also interviewed to gain a better understanding
(Hughes & Valle-Riestra, 2008). This study found that if a paraprofessional were provided
opportunities to give their input and feel involved in team dialogue, they felt respected and
attempted to effectively implement their responsibilities as a support (Hughes & Valle-Riestra,
2008). The particular district in the study offered professional development to both teachers and
paraprofessionals. This study also discovered that having paraprofessionals attending trainings
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with teachers furthered communication and collaboration between the teachers and
paraprofessionals. By having both paraprofessionals and teachers at the training as team
members, it allowed them to collaborate around supporting students (Hughes & Valle-Riestra,
2008).
Research from Giangreco et al. (2006) also indicated that the increased usage of
paraprofessionals can often cause schools and teachers to develop an overreliance on
paraprofessionals, which is an indicator of an overall structural dysfunction between general and
special education (Giangreco et al., 2006). Paraprofessionals often do not receive training on
instruction and curriculum, resulting in a burden on teachers to being willing and able to support
paraprofessionals by making them feel like a capable member of the team (Martin, 2009).
According to Martin, (2009) by using a strong collaborative team, the paraprofessional will have
the knowledge and training to implement a successful educational, behavioral, and other studentcentered plan. Collaboration between the teachers and the paraprofessionals provides
paraprofessionals with the ability and confidence to support the students under their care (Martin,
2009).
It is clear that communication and collaboration among general education, special
education, and paraprofessionals is important. In exploring paraprofessional roles, it is apparent
that schools are asking them to not only attempt work with the most challenging students, but to
do so with the least amount of training or background to perform these duties (Boudreau &
Twigg, 2011). While attempting to understand these roles, there is little to no communication or
collaboration. Exploring previous studies (Biggs et al., 2016; Howley et al., 2017; Hughes &
Valle-Riestra, 2008), it was clear that having communication and collaboration greatly impacts
paraprofessionals’ effectiveness. Although communication and collaboration is extremely
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important, understanding what types of training, professional learning, and support
paraprofessionals need are good first steps to improve paraprofessional usage and practices.
Having paraprofessionals and teachers participate in training or professional development
together is beneficial for paraprofessionals, because this showcases the importance of
collaboration and communication (Hughes & Valle-Riestra, 2008).
Research about Training and Supports
When a paraprofessional is hired, they are most commonly assigned to a teacher and/or
specific group of students, in most cases with no training in helping that particular population
(Cobb, 2007). Oftentimes, paraprofessional assignment falls to the building and district
administrators (Suter & Giangreco, 2009). Administrators often create district and building
schedules, as well as assign special education students to case management. Furthermore, they
have the duty to assign and schedule paraprofessionals to classrooms, students, and/or teachers.
Research by Suter and Giangreco (2009) indicates that it is critical that the administration have
an effective process in delegating paraprofessional support across their building. This study
demonstrated that administrators and special education teachers must consider paraprofessional
placement student-by-student depending on their differing needs, especially since
paraprofessionals are frequently the individuals who spend the most time with these students.
Often, this careful placement does not occur (Suter & Giangreco, 2009).
According to Brock et al. (2017), paraprofessional training and professional learning is
clearly needed in schools across the United States. Paraprofessionals are asked to support
students with some of the most complex disabilities across varying educational settings but are
the least educated and experienced. In schools, paraprofessionals are often not a part of any type
of professional learning, even though it is clear that paraprofessional roles are complex and ever-
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evolving. In particular, paraprofessionals have little to no training around supporting students
with disabilities (Brock et al. 2017; Breton, 2010). Job training for paraprofessionals is critical
for developing greater understanding and successful implementation of their roles and
responsibilities in supporting students with disabilities (Brown & Stanton-Chapman, 2017). The
lack of professional learning and support impacts the fidelity of implementation of evidencebased practices (Wright & Prescott, 2018).
It is clear that paraprofessionals are frequently given responsibilities without adequate
training, communication, and supervision (Breton, 2010). Brenton (2010) conducted a study in
which they surveyed 5,430 paraprofessionals using the Special Education Technicians Survey
(SETS). Through this study, it was clear that paraprofessionals were not adequately receiving
training to support students with disabilities (Breton, 2010). Findings from this study suggest that
many special education paraprofessionals have not been provided or received adequate
preservice and/or in-service training in order for them to perform their duties successfully. It is
clear that paraprofessionals play a vital role in supporting students with disabilities but have not
received adequate training or support to fulfill the responsibilities (Breton, 2010). The study also
drew a possible conclusion that many paraprofessionals are basically left on their own to
complete their responsibilities effectively with students with disabilities.
Although paraprofessionals may enter their role with little understanding and experience
in education, research indicates that providing professional development or other learning
support greatly advances paraprofessionals’ knowledge and implementation of adequate support
(Brown & Stanton-Chapman, 2017). Research by Sauberan (2015) had a similar outlook—
paraprofessionals who partook in structured and regular professional learning led to
paraprofessionals responding positively to change, increased positive perception of the

32

importance of their role, decreased judgement of students with disabilities, and enhanced ability
to reflect on practice with other staff. Brown and Stanton-Chapman (2017) also conducted a
study that focused on professional learning for paraprofessionals and coordinating training for
teachers in regards to supervision and support for paraprofessionals. Using a survey and
interviews, (Brown and Stanton-Chapman 2017) revealed that training not only supports
paraprofessionals in supporting students, but more importantly, it can adequately prepare and
help them understand their roles and responsibilities. Research from Ashbaker and Morgan
(2012) indicated that on-the-job training was important to support professional development on
the roles and responsibilities. Using professional development frequently and purposefully can
establish clear roles and responsibilities for paraprofessionals (Ashbaker & Morgan, 2012).
Research completed by Hughes and Valle-Riestra (2008) found that training is beneficial
for paraprofessionals, especially when the same training is provided to both teachers and
paraprofessionals at the same time, emphasizing the value of a collaborative or team approach.
Brown and Stanton-Chapman (2017) conducted a study that focused on professional learning for
paraprofessionals and coordinating training for teachers in regards to supervision and support for
paraprofessionals. Using a survey and interviews, Brown and Stanton-Chapman (2017) revealed
that training not only supported paraprofessionals in supporting students, but—more importantly
adequately prepared and helped paraprofessionals understand their roles and responsibilities.
Based on the results from teacher and paraprofessional surveys and interviews, Hughes and
Valle-Riestra (2008) identified that the roles of paraprofessionals are rapidly expanding and
evolving, but paraprofessionals are not receiving support or training for these new roles. ColeLady and Bailey (2019) identified that paraprofessionals have diverse roles and responsibilities
that are not clearly defined and experience training that is often unavailable or not appropriate.
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Over the past twenty years, researchers have explored ways that teachers can also
appropriately and adequately support paraprofessionals. One study indicated that it is critical for
teachers to be prepared to provide guidance to paraprofessionals, with an emphasis on
collaboration and a culture of support (Jones et al., 2012). This study took place over two years
in the southeastern United States in a large school district (Jones et al., 2012). Baseline data, indepth observations to determine focused professional learning, and follow-up surveys and
observations to determine the effectiveness of the training were all collected. The research
findings suggest that it is crucial for schools to create an environment that supports teacher and
paraprofessional collaboration with adequate time and resources.
Training Methods: Face-to-Face and Coaching
Professional development and support can be implemented in a variety of ways. Walker
(2017) utilized surveys from paraprofessionals that indicated a need for trainings to be provided
within the school environment. Paraprofessionals also wanted the option to experience
hypothetical situations and receive information via a hands-on experience (Walker, 2017). This
study indicated the need for paraprofessionals to experience hands-on training that prepared them
to function in school settings. The study findings also suggests that paraprofessionals want a type
of training that equips them to work with teachers and to provide adequate and appropriate
support to students with disabilities (Walker, 2017). A study conducted by Ledford et al. (2017)
indicated that utilizing and implementing a peer coaching support system or process does
improve paraprofessionals’ knowledge and use of evidence-based practices.
A Colorado school district created a paraprofessional development program and
handbook, with training held the day before the start of school (McKenzie, 2011). The results of
the program were positive with long-term outcomes of higher retention rates for
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paraprofessionals, increased collaboration among IEP team members, and increased enrollment
of paraprofessionals in teaching-licensure programs (McKenzie, 2011). Consequently,
paraprofessionals stayed longer and created more consistency in support for and relationships
with students (McKenzie, 2011). A study completed by Brock et al. (2017) discovered that when
paraprofessionals were not trained in practices known to be effective in dealing with certain
behaviors, the behaviors and situation worsened and the paraprofessional became
counterproductive. As a result, this distracted other students, impacted the classroom teacher’s
ability to teach students, and often frustrated all parties involved (Brock et al., 2017). In this
study, Brock et al. (2017) used video modeling, performance feedback, and the use of evidencebased instructional practices as training techniques for paraprofessionals. The study discovered
that once the paraprofessional implemented the strategies with fidelity, it positively impacted the
progress of the student’s individualized goals (Brock et al., 2017). The study indicated that the
paraprofessional’s effectiveness could be directly related to a structured and systematic approach
to professional development.
A study by Barrio and Hollingshead (2017) researched the effects of a Universal Design
for Learning (UDL) on a professional development model for paraprofessionals. The overall
purpose of this study was to follow paraprofessionals in a specific school district who received
ongoing professional development based on the Universal Design for Learning (UDL)
framework. The reasoning behind this specific professional development for paraprofessionals
was based on a recently completed needs assessment, which identified that paraprofessionals
perceived a need for training and support (Barrio & Hollingshead, 2017). Using this workshopbased training model, an online community of practice was created and implemented. Barrio and
Hollingshead (2017) found that a constant and continuous professional development model
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allowed for a coherent series of sessions across the year to engage paraprofessionals in
substantive, focused, and deep learning about a topic that is relevant to their practice and an
ongoing opportunity to engage with other paraprofessionals via online community of practice.
This model was implemented by the district in a consistent method to ensure that the skills and
information learned in these trainings could be replicated in real-life situations. Results from the
study indicated that ongoing training and not a one-time training (which often does not support
practical application) was much more meaningful (Barrio & Hollingshead, 2017). The study
findings suggest that continuous professional development gives paraprofessionals the support
needed to effectively do their jobs.
Research from Ledford et al. (2017) about successful models and methods of training
paraprofessionals found that specific Evidence Based Practices (EBP) like Behavior Skills
Training (BST) are successful methodologies and a way to effectively train paraprofessionals.
This study found that in a short period of time and for a relatively low cost, paraprofessionals
were able to learn behavior skills during the training (Ledford et al., 2017). Research indicated
that a coaching model can be effective when teachers and administrators are trained on how to
effectively implement a coaching model. However, according to Ledford et al. (2017), a longer
study duration would provide more insight into the overall impact of a coaching model to train
paraprofessionals.
Face-to-face training and coaching are two types of paraprofessional training methods
that can also be offered virtually. Studies by Douglas et al. (2013), Granpeesheh et al. (2010),
and McCulloch & Noonan (2013) used online training for paraprofessionals. These studies
concluded that using online modules can be effective in increasing knowledge, implementing
specific strategies, and improving implementation of strategies over time.
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Training Methods: Virtual and Online Modules
Often times it is difficult for paraprofessionals to receive training because of schedules,
contract limitations, and budgeting (Zobell & Hwang, 2020). Therefore, offering adequate
professional development while providing the flexibility in scheduling may lead to better results.
Research from Wright and Prescott (2018) found support for effectively training and supporting
paraprofessionals by video or virtual learning. This study identified that paraprofessionals who
completed six 2-hour long virtual professional learning sessions, increased their understanding
about effective teaching practices by 28% (Wright & Prescott, 2018, p. 333). Wright and Prescott
(2018) also identified that after the completion of the online training, paraprofessionals’
perceptions about their abilities to support and meet the needs of students with autism increased.
A study completed by McCulloch and Noonan (2013) researched the possible impacts of
online training videos on the implementation of Mand training, which is behavior training that
uses redirection and reinforcement in supporting students. Three paraprofessionals participated
in the study. Participants were given four days to complete the online training. The results
indicated an increase in correct implementation of the training that was maintained over time
(McCulloch & Noonan, 2013). Douglas et al. (2013) also completed research on online training
for paraprofessionals. The training included the use of questions and reflection opportunities for
paraprofessionals working with students who have complex communication needs. The training
encompassed online components and allowed for the use of questions on and reflection
opportunities about the strategy. Douglas et al. (2013) found that communicative interactions
between paraprofessionals and students increased as a result of the training. Granpeesheh et al.
(2010) used an online training tool to instruct beginning paraprofessionals on how to implement
certain academic skills and an applied behavior analysis for students with autism. The results
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indicated that online training was effective in increasing paraprofessionals’ understanding and
basic concepts about using certain behavior analysis strategies. Based on the findings from
Granpeesheh et al. (2010), using online training to provide paraprofessionals support and
professional development may help paraprofessionals become informed deliverers of services to
special education students.
Numerous studies have identified the need for paraprofessional training. Research has
reinforced the current need for paraprofessionals to receive support and training consistently and
with fidelity. Studies have shown that training paraprofessionals, especially if the training is
done with teachers simultaneously, does have a positive outcome for paraprofessionals and
subsequently their students. As studies continue to explore the impact of paraprofessional
training, research is needed to determine the effectiveness of different forms of paraprofessional
training. Further research around paraprofessional training using online modules is needed in
order to determine if this method is an effective support for paraprofessionals.
Summary
It is clear that paraprofessionals play an integral role within the learning and supporting
of students with disabilities, but research also indicates possible components that negatively
impact paraprofessionals’ effectiveness. It is important to provide training for paraprofessionals
to ensure positive outcomes. These key components that affect job performance include
experience and background knowledge, training, supervision, and proper communication of roles
and responsibilities (Brown & Stanton-Chapman, 2017). As paraprofessionals continue to be
utilized as supports for students with disabilities, it is clear that establishing their roles and
responsibilities ensures that paraprofessionals are fulfilling their purpose, as well as having
avenues for them to collaborate and communicate with teachers.
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Roles and responsibilities continue to expand, including duties that should not fall on
paraprofessionals to fulfill. Paraprofessionals are often uninformed, unaware, and therefore
unprepared to do the job, leading to burnout and low retention. Past research found that
paraprofessionals rarely receive job descriptions or expectations, and when information is
actually provided it is perceived to be unclear and out-of-date (Trautman, 2004). With limited
understanding of the roles and responsibilities, paraprofessionals are naturally unable to fulfill
those responsibilities. In addition, paraprofessionals often face unclear and inconsistent
communication from teachers and are not provided a voice when collaborating with classroom
teachers. The current study seeks to identify the impact of a specific online training developed to
prepare paraprofessionals to provide effective support to students with special needs. Research
about online training for paraprofessionals has proven to impact practices. This study helps
improve the Paraprofessional Toolkit and add to the research on online training for
paraprofessionals.
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CHAPTER 3
Methodology
The purpose of this quantitative study was to identify the extent did paraprofessionals’
knowledge of supporting students with disabilities increased after completing the
Paraprofessional Toolkit training program online. This study also identifies the extent to which
difference in the knowledge that paraprofessionals gain from the training program based on
personal characteristics.
Ex post facto data was be used to determine the impact of each tool within the
Paraprofessional Toolkit training on the paraprofessional’s perceptual of knowledge growth and
actual knowledge growth of the paraprofessionals who completed the training. The topics of the
tools within the Paraprofessional Toolkit training include 1) Understanding Disabilities, 2) Roles
and Responsibilities, 3) Collaboration with Teachers, 4) Accommodations and Modifications, 5)
Empowering Students to be Independent, 6) Academic Instruction, and 7) Monitoring and
Managing behaviors. This chapter includes the methodology of the study, research questions,
context of study, participants, power analysis of the study, paraprofessional toolkit overview,
instrument, data analysis, validation and reliability, and summary.
Methodology
Quantitative methodology was selected for this study. The research questions are best
addressed with the use of statistical analysis of ex post data to determine if a difference in
participants’ perceived knowledge occurred after the completion of each tool in the online
Paraprofessional Toolkit training. Quantitative data from pre- and post-assessments was provide
the data to determine differences between paraprofessionals’ perceived knowledge and impact of
knowledge prior to and after completion of the online training.
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Research Questions
The following questions guided this study:
1. To what extent did paraprofessionals’ knowledge of supporting students with disabilities
increase after completing the Paraprofessional Toolkit training program online (seven areas
below).
a. Understanding Disabilities
b. Roles and Responsibilities
c. Collaboration with Teachers
d. Accommodations and Modifications
e. Empowering Students to be Independent
f. Academic Instruction
g. Monitoring and Managing Behaviors
2. To what extent are there differences in the knowledge that paraprofessionals gain from the
training program based on:
a. Paraprofessional years of experience
b. State (location)
c. Grade level
d. Size of district
Context of Study
The ex post facto data was collected from participants who completed the online
Paraprofessional Toolkit from school districts within South Dakota and Louisiana.
Paraprofessionals completed the online Paraprofessional Toolkit training based on the directive
from school or district administrators. The toolkit completion was mandatory for all districts, but
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there were differences amongst districts on the administration of the toolkit. Some districts
instructed paraprofessionals to follow a specific timeline for completion of the toolkit while
other school districts left the completion timeline up to the paraprofessionals, with the only set
date for the overall training was completed by the end of the school year. Some districts required
each tool to be completed by a certain date throughout the school year. Other districts required
their paraprofessionals complete the training during designated professional development time.
The Paraprofessional Toolkit training was marketed to schools by email, face-to-face meetings,
and at educational conferences. This training was also offered in the Louisiana Department of
Education Partnership for Success Professional Development and Supported Vendor Guide as an
approved professional development for Louisiana school districts. After the completion of the
Paraprofessional Toolkit, the paraprofessional earned Continue Education Hours or Units
(CEU’s).
Participants
This study used 87 pre- and post-assessment data collected from a population of
paraprofessionals who worked with students in grades kindergarten through twelfth grade during
the 2020-2021 school year. All members of this population worked in the role of
paraprofessionals supporting students with disabilities. These paraprofessionals represent
individuals who worked in South Dakota and Louisiana schools.
Approximately over three hundred paraprofessionals completed the Toolkit training
during the 2020-2021 school year. A total of twenty-three school districts completed the training
during the 2020-2021 school year. These districts vary in student population size, from under
300 to over 1,000 total students. Districts in both states were located in both urban and rural
settings. To become a paraprofessional in both South Dakota and Louisiana, paraprofessionals
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needed a minimum of a high school diploma or GED (South Dakota Department of Education,
2017; Louisiana Department of Education, 2021). Louisiana also required paraprofessionals to
either pass the Praxis ParaPro Assessment or have earned 48 college credits, a technical diploma,
or a minimum of an associate's/bachelor's degree (Louisiana Department of Education, 2021).
For this study, 87 participants pre- and post-assessment data was used due to the fact that
not all three hundred participants completed demographical data (years’ experience, size of
district, grade level, and state) while completing the toolkit. In order to answer research question
2, participant responds who completed all demographic questions on all seven toolkits data was
be used. The other data was removed from the study.
The online toolkit was also implemented in Wyoming school districts also. There was
only a small number of participants who completed the training, this data was also removed out
of the participants data set.
Power
Power analysis was used to determine the necessary number of subjects needed to
identify an effect of a given size. Power analysis is the probability of identifying an effect to
ensure an effect is present (Anderson, 2001). To determine the sample size required to
appropriately address the research questions in this study, a similar study was identified. Hassan
et al. (2021) conducted a study on the impact of a professional development program using preand post-test data. This study was selected for a power analysis because it also focused on
professional development impact on paraprofessionals’ knowledge. In Hassan et al.’s (2021)
study, participants completed a pre-assessment survey before attending a professional
development workshop and completing a training with a post-assessment survey just as this
current study intends to do.

43

The pre-test score (M =9.96, SD = 0.974), post-test score (M = 18.46, SD = 1.205), and
the correlation between them (r = 0.52) were used to calculate the effect size of d = 7.825. From
this calculation which determined an effect size of d = 7.825 and using 80% power and alpha =
.05, a related-samples t-test was implemented with two tails using the Gpower computer program
(Faul & Erdfelder, 1998). Within-Subjects calculator total sample of at least 3 individuals would
be needed to detect an impact (d = 7.825). For this study, a sample of three participants could be
used to determine the effect of the Paraprofessional Toolkit training. Due to the unusually large
effect size reported in the Hassan et al. (2021), the researcher also calculated the sample needed
to detect what is traditionally considered a large effect using Cohen’s (1988) guidelines. A
sample of three individuals would be needed to detect an effect of d = 0.8, which indicates an
appropriate effective size that was utilized within this study.
Ha et al. (2015) completed a study to measure the impact of professional development of
science teachers’ knowledge and learning gains using pre- and post-assessment data. This study
had a total of 28 participants and reported an observed power for each of their ANOVA’s data
analysis with a sample size of 28 (Ha et al., 2015). Using the effect size of d = .08 from the
previous study, it can be concluded that using at least 28 people would be an acceptable target
sample size. Since this study was using data from more than a hundred respondents, it will be an
acceptable number of participants. Since the sample size is 28, this study used a larger
population size to ensure the data is representative of the population.
Paraprofessional Toolkit Overview
The Paraprofessional Toolbox training was first developed and implemented in 2017. The
toolkit under study within this current study was designed by a team from the Black Hills Special
Services Cooperative (BHSSC) in 2017 and implemented within school districts that year. The
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BHSSC team of developers consisted of former special education teachers, building
administrators, special education directors, school psychologists, and other educational
specialists who conceptualized the toolkit. This tool was developed based on feedback from over
200 district and building administrators in South Dakota. The administrators included
superintendents, special education directors, and curriculum directors. Based on survey results, it
was determined that schools were interested in and in need of paraprofessional training and
support for the personnel who work with students with special needs.
The toolkit includes seven crucial areas that paraprofessionals should be provided
training to effectively work with students with special needs. The seven areas became the seven
key tools within the Paraprofessional Toolkit. Each tool has three to four clear objectives that
indicate what participants should understand and/or do.
Since the initial development and implementation in 2017, this paraprofessional toolkit
training has been provided on-site and virtually to over 60 districts in South Dakota, Louisiana,
and Wyoming. The paraprofessional toolkit continues to be evaluated and modified to meet the
evolving needs of paraprofessionals.
Prior to the initial development of the online training, the Paraprofessional Toolkit was
implemented face-to-face over a dozen times. Information from these face-to-face trainings was
used to re-design the training. It was clear from feedback that the content could be effective in
supporting paraprofessionals. When the COVID-19 global pandemic hit and schools were closed
and moved to online learning, school districts were still looking for training opportunities for
staff and paraprofessionals. In order to continue to support staff and paraprofessionals we
decided to move this training to an online learning platform. but it was unclear how to transfer
this into an online learning module. To begin, research was conducted that focused on online
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learning and how to assess participants’ knowledge growth. The developers of the online toolkit
understood that the success of this new online learning program would rely heavily on the
smooth transition of information from face-to-face training to online training modules.
It was critical to explore and evaluate different learning management systems (LMS) to
determine which one would best deliver the online training, as well as meet the participants’
technological abilities. It was also necessary to have an LMS that effectively implemented
assessments and collected data from participants to ensure comprehension of the training. After
exploring several systems and piloting one, Google Classroom, it was decided that Google Sites
would be used to house the training. Google Sites was used to deliver the training while
Qualtrics Surveying Platform was used to collect the paraprofessionals’ reflective
responses and pre- and post-assessment data. Paraprofessionals were required to navigate the
training using the Google site. Each site included a Qualtrics link that paraprofessional
completed prior to moving to the next part of the training. Once the paraprofessional completed
reflection activities or pre-and post-assessments, an email was sent to the paraprofessional and
the trainers with the completed information. The email for both the paraprofessionals and trainers
contained their responses to each question. For multiple choice questions, Qualtrics evaluated
responses identifying the number of correct responses versus incorrect responses. Rubric scoring
was used with the open-ended questions. The pre-and post-assessment results were the compared
to determine areas of growth. The data is transferred onto a spreadsheet which indicates the
module that each paraprofessional completes. This represents the data that was become the ex
post facto for this study.
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Instrument
The pre and post assessment results from the Paraprofessional Toolkit training was the
data for the study. The Paraprofessional Toolkit training includes seven tools: 1) Understanding
Disabilities, 2) Roles and Responsibilities, 3) Collaboration with Teachers, 4) Accommodations
and Modifications, 5) Empowering Students to be Independent, 6) Academic Instruction, and 7)
Monitoring and Managing behaviors. Each tool includes specific objectives and outcomes which
directly align to pre- and post-assessment questions. Each tool consists of a pre-and postassessment.
The training videos are interactive with trainers presenting content and overviewing
resources, asking guiding questions, and using clarifying videos. Each training video contains
Power Point presentations and a trainer presenting that content. Each tool contains an
introduction and an overview of the objectives. The objectives clearly state what
paraprofessionals should achieve once they finish each tool. Each tool also contains resources
that paraprofessionals can use in their work. These resources align to information presented
during the video presentations. Once paraprofessionals watch a training video, they are asked to
complete a reflection activity about what they just watched. These reflection activities are
designed to enhance paraprofessionals’ understanding about specific information presented.
Once paraprofessionals have completed the pre-assessment, watched the training videos,
and completed the reflection activities, they are ready to complete the post-assessment. Each
tool’s post-assessment is designed to assess paraprofessional’s knowledge and understanding
about specific information in each tool. The post-assessment includes questions that directly
align to each pre-assessment question. Each tool’s post-assessment contains additional questions.
The first additional question prompts paraprofessionals to rate their own level of knowledge
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before and after the training based on a three-point Likert scale. The options on the scale are low,
moderate, and high knowledge. Paraprofessionals complete this question to indicate their
perceived growth. This question is asked in all seven tools.
Some tools require paraprofessionals to reflect on the training to determine how they
believe they will use the information and what information was missing from the tool. Other
questions within the toolkit ask paraprofessionals to confirm that this is the information that they
are needing and identify information that would be beneficial to their work. Paraprofessionals are
also given opportunities to pose any questions that remain after the training. An outline of the
Paraprofessional Toolkit (Appendix A), and the pre- and post-assessment (Appendix B and
Appendix C) were used by participants in the paraprofessional training. The post-assessment
(Appendix C) for each tool begins with the perceived knowledge questions that participants
completed to produce the ex post facto data for this study.
For this study, the researcher selected pre- and post-assessment questions that could be
used to determine impact on knowledge growth and perceived knowledge growth. Each tool used
the same type of perceived knowledge growth assessment by asking the participant to rate their
knowledge prior to the training and after the training around the specific outcomes of each tool.
To determine impact of the trainings on specific knowledge growth for each tool, the pre- and
post-assessment the researcher selected questions that directly aligned and assessment questions
that could be analyzed using the process described below. Tools 1, 3, and 6 required the use of
rubrics to evaluate the participants assessments. This will be described in more detail within the
reliability and validity section. Tools 2, 4, 5, and 7 contained assessments that contained right
and wrong answers, so rubrics were not required for those tools. An outline of the perceived
knowledge and pre- and post-assessment questions that were used to produce the ex post facto
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data for the study are outlined in Appendix D. This outline (Appendix D) also contains
information on the evaluation process which indicates how each tool assessment questions were
evaluated, which was either by a rubric was or the pre- and post-assessment questions contained
a multiple-choice option.
Data Analysis
The ex post facto data was analyzed with a repeated-measures analysis of co-variance
(ANCOVA). This ex post facto data has not been manipulated or modified. Data for this study
have been collected and are currently organized and stored in Qualtrics. The statistical approach
to answering both research questions of the study will be a repeated-measures analysis of covariance (ANCOVA) on each of the seven tools to determine if there are differences between the
pre-and post-assessment results from paraprofessionals. The knowledge and perceived
knowledge scores for each of the seven tools of the paraprofessional training will be the
dependent variables. The independent variables in this study are the repeated measures, the preand post-assessments that paraprofessionals completed. Lastly, the covariates of this study were
disaggregates of the research questions which include paraprofessionals’ years of experience,
state (location), the differing grade levels, and overall size of each school district where
paraprofessionals were employed. The interaction effects between the covariates and the
independent variables informed me if there is differential growth based on the disaggregated
research questions.
Reliability and Validity
To ensure the validity of the online Paraprofessional Toolkit training, the objectives for
each tool aligned directly to the pre-and post-assessment questions. Each tool was purposefully
designed to meet certain objectives and outcomes that participants should be able to take from

49

the training. Aligning these questions to the objectives ensured that participants were providing
meaningful data. These objectives were established based on the research findings and
evaluation feedback from face-to-face trainings. Each time the Paraprofessional Toolkit was
implemented, the participating paraprofessionals were instructed to provide an evaluation of the
training. The feedback led to the re-design of each tool’s content, reflection activities, and
assessment activities based on what participants found to be most meaningful for each tool
within the toolkit.
The pre-and post-assessment questions were reviewed by special education teachers,
paraprofessionals, special education directors, building administrators, school psychologists, and
other educational specialists to ensure the validity of the questions. Assessment data from the
2019-2020 online training resulted in modifying the questions to be more purposeful and align
more closely to the outcomes of each tool. During the redesign of the post-assessment questions,
the pre-assessment questions were also modified to allow for comparisons. Perceptual questions
that included adult learners ranking their perceived growth were also added to each tool.
In order to ensure reliability, the tools that used open-ended questions on the pre- and
post-assessment rubrics (Appendix E) were created. The tools that required rubrics (Appendix E)
were Tools 2, 3, and 6. Each one of those tools pre- and post-assessment data was reviewed and
assessed by two raters. The pre- and post-assessment data required the use of grading rubrics and
raters to evaluate the participants responses.
To ensure interrater reliability, raters 1 and 2 post-assessment data from tools 2, 3, and 6
was analyzed using a weighted Cohen’s kappa. The weighted kappa is calculated using the
degree of disagreement using predefined table weights. The higher the disagreement results in
the higher weight (Sim & Wright, 2005). Altman (1999) suggested standards to follow to
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determine strength of agreement: ≤20=poor, .021–.40=fair, .41–.60=moderate, .61–.80=Good,
.81–1.00=Very good. Other standards exist, with slightly different formulations, but for this
dissertation Altman (1999) were effective in determining standards. Results from the Weighted
Cohen’s kappa analysis are listed in Table 1.
Table 1
Rater Analysis - Weighted Kappa
Tools

Ratings

Tool 1: Understanding Disabilities
Tool 3: Collaborating with Teachers
Tool 6: Academic Instruction

Rater1-Rater2POST
Rater1-Rater2POST
Rater1-Rater2POST

Weighted
Kappa
.883
.830
.833

Using Altman (1999) standards, it each tools interrater analysis falls into the .81-1.00
standard, which indicates a very good levels of agreement between the two raters. This data
indicates reliability for each rater for the three tools that used rubrics. Resulting in a pre- and
post-assessment data that can effectively determine knowledge growth.
Summary
The purpose of this quantitative study is to identify the differences between pre- and postassessment data from paraprofessionals in two rural states who completed the online
Paraprofessional Toolkit training. The study will use ex post facto data from the 2020-2021
school year in school districts within South Dakota and Louisiana. At the time of this study,
paraprofessional training had been a growing trend, but was limited in research, especially for
programs that used online learning modules to deliver content and assess paraprofessionals. For
this study, the Paraprofessional Toolkit will provide information on the possible impact of
training paraprofessionals using online learning modules. Using a repeated-measures analysis of
co-variance (ANCOVA) with the ex post facto data will indicate whether differences are

51

occurring for both research questions. The covariates and independent variable will effect
interactions and identify if there is differential growth within the research questions and
disaggregates of the research questions.
Chapter 4 will detail the findings of the study. Chapter 5 will include the conclusions of
the research study, an in-depth discussion about the findings, and recommendations for practice
and future study.
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Chapter 4
Findings
This chapter presents the findings of the pre- and post-assessment expo facto data using a
repeated-measures analysis of co-variance (ANCOVA) design to determine Paraprofessionals’
change in knowledge from before to after using the paraprofessional toolkit training during the
2020-2021 school year. This study explored each tool within the Paraprofessional Toolkit
training to determine to what extent did paraprofessionals’ knowledge and perceived knowledge
of supporting students with disabilities increase after completing the Paraprofessional Toolkit
training program online. The topics of the tools within the Paraprofessional Toolkit training
include 1) Understanding Disabilities, 2) Roles and Responsibilities, 3) Collaboration with
Teachers, 4) Accommodations and Modifications, 5) Empowering Students to be Independent, 6)
Academic Instruction, and 7) Monitoring and Managing behaviors. This study also explored to
what extent are there differences in the knowledge that paraprofessionals gain from the training
program based on paraprofessionals: years’ experience, state (location) paraprofessional is
employed in, grade level paraprofessional works in, and size of district (total student population)
paraprofessional works in.
Demographic Data
The data for this study was ex post facto data which was collected from paraprofessionals
who completed the Paraprofessional Toolbox online training. Data used in the study were from
both pre- and post-assessment scores in the 2020-2021 school year. Data was excluded that did
not contain complete demographical and/or assessment answers, resulting in a sample size of 87
paraprofessionals. Of that, 40 paraprofessionals are employed in the state of South Dakota and
the other 47 are employed in the State of Louisiana. Paraprofessionals who completed the toolkit
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were asked about years-experience working as a paraprofessional, grade level of the student/s
they support, and size of district population (all students). Table 2 below provides demographic
information for the participants in this study.
Table 2
Demographics for Study Participants
Demographics

Sample Size
N
87

Percent

South Dakota
Louisiana

40
47

45%
55%

1-3 Years Experience
4-6 Years Experience
7 Plus Years Experience

30
21
36

34%
24%
42%

Kindergarten (K) - 5th Grade
6th – 8th Grade
9th – 12th Grade

40
20
27

47%
23%
31%

0 – 299 Total Student Population
300 – 900 Total Student Population
1000 Plus Total Student Population

25
27
35

28%
32%
40%

Total participants

100%

Paraprofessionals’ Knowledge Increased After Completing the Paraprofessional Toolkit
Training
Findings, as a result of the data analysis, are provided in this section according to the
research questions. All data analysis was conducted using ex post facto data. The
Paraprofessionals’ knowledge increased after completing the Paraprofessional Toolkit training
The first research question was to what extent did paraprofessionals’ knowledge and perceived
knowledge increase after the completion the paraprofessional toolkit training program for all
seven tools in the training, which are: 1) Understanding Disabilities, 2) Roles and
Responsibilities, 3) Collaboration with Teachers, 4) Accommodations and Modifications, 5)
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Empowering Students to be Independent, 6) Academic Instruction, and 7) Monitoring and
Managing behaviors. The second question was to attempt to determine the differences in
knowledge growth that paraprofessionals gain from the training program based on, years
experience, state (location) in which paraprofessionals works in, grade level, and size of district
(overall student population). Each research question was analyzed using a repeated-measures
analysis of co-variance (ANCOVA) for each of the seven tools to determine a difference
between pre- and post-assessment results from paraprofessionals. Table 3 provides the results
from this analysis for the first research question on knowledge growth.
Table 3
Paraprofessional Toolkit Pre- and Post-Assessment Knowledge
Pre/Post
Tools
Mean
SD
Assessment
Tool 1: Understanding
Pre
0.48
0.72
Disabilities
Post
1.48
0.90
Tool 2: Roles and
Pre
7.92
3.65
Responsibilities
Post
8.99
2.86
Tool 3: Collaborating
Pre
0.97
0.51
with Teachers
Post
1.85
0.75
Tool 4:
Accommodations and Pre
1.31
0.95
Modifications
Post
2.59
0.71
Tool 5: Empowering
Students to be
Pre
1.26
0.65
Independent
Post
1.74
0.44
Tool 6: Academic
Pre
0.74
0.51
Instruction
Post
1.99
0.79
Tool 7: Monitoring and
Pre
9.35
2.22
Managing Behaviors
Post
11.14
2.16
Note: Tools 1-7 all had a df (1, 87) and P of <.001
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F

ηp2

77.90

.48

94.42

.10

113.78

.57

126.37

.59

33.57

.28

169.68

.66

29.76

.26

Table 3 means illustrate that participants’ knowledge increased after completing each
paraprofessional tool. Some tools’ growth was much higher than other toolkits, but growth still
occurred. Looking at the mean scores, the largest growth of knowledge occurred with Tool 7:
Monitoring and Managing behaviors, while the lowest growth was Tool 2: Roles and
Responsibilities.
Using a repeated-measures analysis of variance (ANOVA) on each of the seven tools to
determine knowledge growth from pre- to post-assessment, analyses indicated that participants’
knowledge growth was statistically greater than zero. Each tool had a degree of freedom (df) of
(1,87) and a significance value (P) of <.001. The p-value should be smaller than .05 for the Fratio to be statistically significant (McLeod, 2019). The smaller the p-value, represents a greater
indication that you reject the null hypothesis (McLeod, 2019). If the p-value is larger than .05,
then we must keep the null hypothesis, which indicates there is no difference between conditions
(McLeod, 2018). Using the information described above from McLeod (2019), the p-value data
in this study, which was P<.001, indicates that participants had significant knowledge growth in
each tool.
Furthermore, the partial eta squared is a way to determine the effect size, or the amount
of variance explained by variables in ANOVA and ANCOVA models (Richardson, 2011). When
looking at partial eta squared data the parameters to interpret the values are: .01 or more are
small effect size, 0.06 or more are medium effect size, and .14 or higher are large effect size
(Richardson, 2011). For this study, the partial eta squared indicates the extent of the effect or
growth of each tool. The data indicate a large effect size for all tools, with Tool 6 (Academic
Instruction) having the greatest knowledge growth, and with Tool 2 (Roles and Responsibilities)
having the smallest growth, which can be categorized into the medium effect size. Using the
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effect size rather than just looking at means scores is more meaningful because it takes the
variability and means into its analysis, which allows for easier comparisons across different
tools.
Along with assessing participants’ knowledge growth in each tool, the online learning
module assessed participants perceived knowledge growth by asking them to rate their
knowledge on the main objectives of the training before and after completing each tool. These
ratings were on a three-point Likert scale, low, moderate, and high knowledge. These questions
can be reviewed in Appendix C (Paraprofessional Toolkit Post-Assessments). Table 4 provides
the results from this analysis for the first research question on paraprofessional perceived
knowledge growth.
Using a repeated-measures analysis of variance (ANOVA) on each of the seven tools’
pre- and post-assessment data to determine the perceived knowledge growth from pre- to postassessment analyses indicated that participants’ knowledge grew after the completion of each
tool. Table 4 mean results indicate that participants’ perceived knowledge increased after
completing each paraprofessional tool. Most tools had a mean growth of around 3.0. Looking at
the mean scores, the largest growth of perceived knowledge occurred with Tool 7: Monitoring
and Managing Behaviors, while the lowest growth in perceived knowledge was Tool 3:
Collaborating with Teachers. Each tool had a degree of freedom (df) of (1,87) and a significance
value (P) of <.001, indicating that participants had significant growth in their perceived
knowledge in each of the seven tools and specific objectives that aligned to each tool.
Furthermore, the partial eta squared data indicated that all tools had a large effect size, with the
highest being Tool 1: Understanding Disabilities with .692 and then Tool 7: Monitoring and
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Managing Behaviors with a .691. Tool 2: Roles and Responsibilities had the lowest effect size in
comparison to the other tools, but still had a large effect.
Table 4
Paraprofessional Toolkit Pre- and Post-Assessment Perceived Knowledge
Pre/Post
Tools
Mean
SD
F
ηp2
Assessment
Tool 1:
Understanding
Pre
2.34
1.60
195.12
.69
Disabilities
Post
5.12
1.22
Tool 2: Roles
and
Pre
3.28
1.54
120.44
.58
Responsibilities
Post
5.20
1.26
Tool 3:
Collaborating
Pre
2.26
0.84
148.60
.63
with Teachers
Post
3.53
0.77
Tool 4:
Accommodations
Pre
2.65
1.54
169.89
.66
and
Modifications
Post
5.04
1.24
Tool 5:
Empowering
Pre
2.53
1.44
360.63
.81
Students to be
Independent
Post
5.42
0.95
Tool 6:
Academic
Pre
2.41
1.51
188.36
.68
Instruction
Post
4.96
1.31
Tool 7:
Monitoring and
Pre
3.78
2.01
194.14
.69
Managing
Behaviors
Post
6.75
1.72
Note: Tools 1-7 all had a degree of freedom (df) of (1, 87) and Significance Level (P) of <.001
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Difference in Paraprofessionals Knowledge Based on Personal Characteristics
The second research question was to determine if there are differences in the knowledge
that paraprofessionals gain from the training program based on: paraprofessional years of
experience (Table 5), state (location) in which paraprofessional is employed in (Table 6), grade
level in which paraprofessional work in (Table 8), and size of district (total student population)
paraprofessional works in (Table 9). To answer this question data was analyzed using a repeatedmeasures analysis of co-variance (ANCOVA) for each of the seven tools to determine if there
was a significant interaction between any of the covariates and pre- and post-assessment
knowledge growth as a result from paraprofessionals who completed the online paraprofessional
training. A significant interaction would indicate that there was a different pattern of growth for
one of the disaggregated categories than in the other categories. The four covariates were tested
in separate analyses.
Table 5 provides data from paraprofessionals’ knowledge growth based on years’
experience. Paraprofessionals had three options to select from based on their years employed as a
paraprofessional. Those options were, 1-3 years’ experience, 4-6 years’ experience, and 7 plus
years’ experience.
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Table 5
Paraprofessional Toolkit Pre- and Post-Assessment Knowledge - Years’ Experience
Breakdown
Interaction of Experience and Pre-Post Knowledge
Tool and Pre/Post-Test Years of Experience (Categories) Mean SD F
P
ηp2
Tool 1 (Pre-Test)
1-3 years experience
0.50
0.82 87.31 .055 .07
4-6 years experience
0.23
0.54
7 plus years experience
0.61
0.69
Tool 1 (Post-Test)
1-3 years experience
1.40
0.89
4-6 years experience
1.70
0.90
7 plus years experience
1.42
0.90
Tool 2 (Pre-Test)
1-3 years experience
0.87
0.63 0.67 .051 .02

Tool 2 (Post-Test)

Tool 3 (Pre-Test)

Tool 3 (Post-Test)

Tool 4 (Pre-Test)

Tool 4 (Post-Test)

Tool 5 (Pre-Test)

Tool 5 (Post-Test)

Tool 6 (Pre-Test)

Tool 6 (Post-Test)

4-6 years experience
7 plus years experience
1-3 years experience

1.00
1.03
1.87

0.45
0.44
0.82

4-6 years experience
7 plus years experience
1-3 years experience
4-6 years experience
7 plus years experience
1-3 years experience
4-6 years experience
7 plus years experience
1-3 years experience
4-6 years experience
7 plus years experience
1-3 years experience

1.62
1.97
0.87
1.00
1.03
1.87
1.62
1.97
1.37
1.33
1.24
2.53

0.67
0.72
0.63 0.69
0.45
0.44
0.82
0.67
0.72
1.07 0.61
0.97
0.86
0.57

4-6 years experience
7 plus years experience
1-3 years experience
4-6 years experience
7 plus years experience
1-3 years experience
4-6 years experience
7 plus years experience
1-3 years experience
4-6 years experience
7 plus years experience
1-3 years experience

2.52
2.67
0.87
1.00
1.03
1.87
1.62
1.97
0.63
0.62
0.89
1.87

0.68
0.89
0.63 0.84
0.45
0.44
0.82
0.67
0.72
0.49 0.97
0.50
0.51
0.86

4-6 years experience

2.09

0.70
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.191 .04

.556 .01

.433 .02

.384 .02

Table 5 (continued).
7 plus years experience
2.03
0.80
Tool 7 (Pre-Test)
1-3 years experience
9.23
1.77 0.70 .500 .02
4-6 years experience
9.52
2.58
7 plus years experience
9.35
2.38
Tool 7 (Post-Test)
1-3 years experience
10.63 2.50
4-6 years experience
11.95 1.46
7 plus years experience
11.08 2.11
Note: N-Size for categories for years experience are, 30 in 1-3 years, 21 in 4-7 years 21, 36 in 7
plus years. Tools 1-7 all had a degree of freedom (df) of (2, 84).

A repeated-measures analysis of co-variance (ANCOVA) on each of the seven tools preand post-assessment data with time (pre-post) as the repeated measure and years’ experience
categories as the covariate. This data analysis was used to analyze the interaction between
knowledge growth and the co-variant of years experienced to determine whether the pattern of
growth is different between the different years’ experience categories. The interaction effects are
reported in Table 5 and illustrate that participants’ knowledge in all disaggregate categories of
years’ experience across all 7 tools grew similarly after completing of each tool regardless of the
amount of experience the paraprofessional had. Concluding the interaction between knowledge
growth and years’ experience was not different across the three categories.
All mean scores grew for each disaggregate category when comparing pre- to postassessment data. Each tool had a degree of freedom (df) of (2,84). The significance value (P)
differs amongst each tool. Tools 1-7 significance value is at or below .05 indicating that there
were not significant interactions between years of experience and growth in knowledge in Tools
1-7 tools. Furthermore, the partial eta squared data indicated that the interactions were all small
to medium in size. Main effects of time were consistent with the analyses reported in Table 3;
see Appendix E for main effects of time on all co-variants. The main effects of years of
experience are reported in Appendix F and were all non-significant.
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Table 6 provides data from paraprofessionals’ knowledge growth based on the grade
level the paraprofessional works in a majority of the time during the school year.
Paraprofessionals had three options to select from based on their employed grade level they work
within as a paraprofessional. Those options were, Kindergarten (K) to 5th Grade, 6th to 8th grade,
and 9th-12th grade.
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Table 6
Paraprofessional Toolkit Pre- and Post-Assessment Knowledge - Grade Level Breakdown
Tool and Pre/Post-Test
Grade Level (Categories)
Mean SD
F
P
ηp2
Tool 1 (Pre-Test)

Tool 1 (Post-Test)

K - 5th Grade
6 - 8th Grade
9 - 12th Grade
K - 5th Grade

0.45
0.60
0.44
1.52

0.78
0.50
0.75
0.99

Tool 2 (Pre-Test)

6 - 8th Grade
9 - 12th Grade
K - 5th Grade

1.30
1.55
7.24

0.73
0.89
3.58

Tool 2 (Post-Test)

6 - 8th Grade
9 - 12th Grade
K - 5th Grade

9.65
7.85
8.41

4.05
3.08
2.69

Tool 3 (Pre-Test)

6 - 8th Grade
9 - 12th Grade
K - 5th Grade

10.45
8.85
0.95

3.33
2.48
0.54

Tool 3 (Post-Test)

6 - 8th Grade
9 - 12th Grade
K - 5th Grade

0.95
1.00
1.73

0.60
0.39
0.74

Tool 4 (Pre-Test)

6 - 8th Grade
9 - 12th Grade
K - 5th Grade

2.20
1.78
1.17

0.77
0.70
0.86

Tool 4 (Post-Test)

6 - 8th Grade
9 - 12th Grade
K - 5th Grade

1.60
1.30
2.44

0.88
1.10
0.87

Tool 5 (Pre-Test)

6 - 8th Grade
9 - 12th Grade
K - 5th Grade

2.75
2.70
1.27

0.55
0.46
0.63

6 - 8th Grade
9 - 12th Grade
K - 5th Grade
6 - 8th Grade
9 - 12th Grade
K - 5th Grade
6 - 8th Grade
9 - 12th Grade
K - 5th Grade
6 - 8th Grade

1.30
1.22
1.68
1.75
1.81
0.76
0.80
0.67
2.09
1.80

0.73
0.64
0.47
0.44
0.39
0.54
0.52
0.48
0.80
0.77

Tool 5 (Post-Test)

Tool 6 (Pre-Test)

Tool 6 (Post-Test)
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1.06

.352

.02

0.09

.913

.02

2.94

.058

.06

0.33

.717

.08

0.44

.644

.01

1.06

.351

.02

Table 6 (continued).
Tool 7 (Pre-Test)

Tool 7 (Post-Test)

9 - 12th Grade
K - 5th Grade
6 - 8th Grade
9 - 12th Grade
K - 5th Grade

2.04
9.22
10.05
9.03
11.61

0.81
2.17
2.14
2.33
1.34

6.04

.004

.12

6 - 8th Grade
9.85
2.76
9 - 12th Grade
11.37 2.37
th
Note: N-Size for grade level categories is, 40 in K-5 grades, 20 in 6th-8th grades, 27 in 9th-12th
grades. Tools 1-7 all had a degree of freedom (df) of (2, 85).
A repeated-measures analysis of co-variance (ANCOVA) on each of the seven tools preand post-assessment data with time (pre-post) as the repeated measure and grade level categories
as the covariate. This data analysis was used to analyze the interaction between knowledge
growth and the co-variant of grade level categories to determine whether the pattern of growth is
different between the different grade level categories. The pre- to post-assessment data indicates
that participants’ knowledge in all disaggregate categories across 6 out of the 7 tools grew after
completing of each tool regardless of what grade level the paraprofessional was employed in.
Concluding that tools 1-6 had no difference in interaction between knowledge growth and grade
level.
Table 6 mean results indicate that participants’ knowledge increased similarly after
completing tools 1-6 within paraprofessional toolkit training. The mean scores for tools 1-6 grew
for each disaggregate category when comparing pre- to post-assessment data. Tool 7: Monitoring
and Managing Behaviors mean scores for K-5 and 9-12 disaggregates pre- and post-assessment
data indicates a growth in knowledge, while 6-8 disaggregates pre-assessment mean score is
higher than the post-assessment score. Looking at the mean scores, the largest growth of
knowledge occurred with Tool 6: Academic Instruction, while the lowest growth in knowledge
was Tool 3: Collaborating with Teachers. Each tool had a degree of freedom (df) of (2,85). The
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significance value (P) differs amongst each tool. Tools 1-6 significance values indicates that
there are no significant interactions between grade level and knowledge growth in each of the
tools 1-6. Tool 7: Monitoring and Managing Behaviors did have a significant interaction, so
further analysis was completed on Tool 7 (Table 7). Using the partial eta squared parameters
outline by Richardson (2011) the interactions for Tools 1, 2, 5, and 6 had small effect sizes,
while Tools 3, 4, and 7 had medium effect sizes (Richardson, 2011).
Table 7
Tool 7 Pre- and Post-Assessment – Simple Effects Analysis
Grade level

Test (Pre/Post)

Mean

SD

F

df

P

ηp2

K - 5th Grade

Tool7Pre
Tool7Post
Tool7Pre
Tool7Post

9.22
11.61
10.05
9.85

2.17
1.34
2.14
2.76

50.44

(1, 40)

<.001

.56

0.077

(1, 19)

0.78

.04

Tool7Pre
Tool7Post

9.034
11.37

2.33
2.37

11.51

(1. 26)

0.02

.31

6 - 8th Grade
9 - 12th Grade

A simple effects analysis was completed on tool 7 pre- and post-assessment data
disaggregated by grade level. The purpose of this analysis is to follow up on a significant
interaction. Table 7 provides the results of this simple effects analysis, which identifies the
pattern in knowledge means by grade level in tool 7. This analysis indicated a significant growth
in knowledge from pre-assessment to post-assessment was present for both k-5th and 9-12th
categories. In contrast, 6-8th participants’ mean scores were slightly reduced from pre-assessment
to post-assessment data. Looking at the significance value (P) indicated statistically significant
growth and a large effect size for k-5 and 9-12 disaggregates. Looking at the same data for 6-8,
there was no significant growth.
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The partial eta squared data (ηp2) when looking at partial eta squared data in table 7 and
using the parameters to interpret the values as: .01 or more are small effect size, 0.06 or more are
medium effect size, and .14 or higher are large effect size (Richardson, 2011). For this data, the
partial eta squared indicates K-5 and 9-12th grade disaggregates had a large effect, while 6-8th
grade had a small effect size.
The main effects of time were consistent with the analyses reported in Table 3; see
Appendix E for main effects of time on all co-variants. The main effects of grade level are
reported in Appendix F and were all non-significant.
Table 8 provides data on paraprofessionals’ knowledge growth based on the state that
that paraprofessional was employed in. Paraprofessionals had two options to select from based
the on location employed. Those options were South Dakota (SD) or Louisiana (LA).
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Table 8
Paraprofessional Toolkit Pre- and Post-Assessment Knowledge - State Breakdown
Tool and
Pre/Post-Test
State (Categories)
Mean
SD
F
P
ηp2
Tool 1 (Pre-Test)
SD
0.45
0.68
1.50
.224
.02
LA
0.51
0.75
Tool 1 (Post-Test)
SD
1.60
0.84
LA
1.38
0.94
Tool 2 (Pre-Test)
SD
7.85
3.47
0.20
.659
.02
LA
8.08
3.80
Tool 2 (Post-Test)
SD
9.05
2.86
LA
8.98
2.91
Tool 3 (Pre-Test)
SD
0.97
0.53
0.16
.692
.02
LA
0.96
0.50
Tool 3 (Post-Test)
SD
1.82
0.78
LA
1.87
0.73
Tool 4 (Pre-Test)
SD
1.35
1.10
1.15
.286
.01
LA
1.27
0.82
Tool 4 (Post-Test)
SD
2.5
0.85
LA
2.67
0.56
Tool 5 (Pre-Test)
SD
1.3
0.65
0.33
.565
.04
LA
1.23
0.66
Tool 5 (Post-Test)
SD
1.72
0.45
LA
1.75
0.44
Tool 6 (Pre-Test)
SD
0.70
0.46
0.90
.344
.01
LA
0.77
0.55
Tool 6 (Post-Test)
SD
2.05
0.68
LA
1.94
0.88
Tool 7 (Pre-Test)
SD
9.40
2.24
1.15
.286
.01
LA
9.31
2.23
Tool 7 (Post-Test)
SD
10.8
2.08
LA
11.42
2.21
N-Size for state of employment categories is, 40 in South Dakota and 47 in Louisiana Tools 1-7
all had a degree of freedom (df) of (1, 86).
A repeated-measures analysis of co-variance (ANCOVA) on each of the seven tools preand post-assessment data with time (pre-post) as the repeated measure and location (state)
categories as the covariate. This data analysis was used to analyze the interaction between
knowledge growth and the co-variant of location categories to determine whether the pattern of
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growth is different between the different categories. The pre- to post-assessment data indicates
that participants’ knowledge in all disaggregate categories across all 7 tools grew similarly after
completing of each tool regardless of the state paraprofessional was employed in. Table 8 mean
results indicate that participants’ knowledge increased after completing each paraprofessional
tool in both disaggregates. Concluding that all tools had no difference in interaction between
knowledge growth and state categories.
All mean scores grew for each disaggregate category when comparing pre- to postassessment data. Looking at the mean scores, the largest growth of knowledge occurred with
Tools 6 and 7, while the lowest growth in knowledge was Tools 1 and 5. Each tool had a degree
of freedom (df) of (1,86). The significance value (P) differs amongst each tool. But all P values
were higher than .05 indicating there was not significant interactions between location (state)
paraprofessionals work in and knowledge growth. Furthermore, the partial eta squared data
indicated that all tools were between .01 and 0.06 indicating a small effect size.
Main effects of time were consistent with the analyses reported in Table 3; see Appendix
E for main effects of time on all co-variants. The main effects of location (state) are reported in
Appendix F and were all non-significant.
Table 9 provides data from paraprofessionals’ knowledge growth based on the size of
districts paraprofessionals works in. The size district categories were based off of total student
population. Paraprofessionals had three options to select from based on district size they worked
within as a paraprofessional. Those size of district options were, 0-299 total students, 300-999
total students, and 1000 plus students.
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Table 9
Paraprofessional Toolkit Pre- and Post-Assessment Knowledge - Size of District Breakdown
Tool and Pre/PostSize of District – Student Mean SD
F
P
ηp2
Test
Population (Categories)
Tool 1 (Pre-Test)
0-299
0.24
0.43
0.60
.552
.01
300-999
0.59
0.69
1000 plus
0.57
0.85
Tool 1 (Post-Test)
0-299
1.20
0.82

Tool 2 (Pre-Test)

300-999
1000 plus
0-299

1.44
1.71
8.20

0.89
0.92
3.86

Tool 2 (Post-Test)

300-999
1000 plus
0-299

9.14
6.88
8.6

4.05
2.80
2.60

Tool 3 (Pre-Test)

300-999
1000 plus
0-299

9.71
8.74
1.00

2.90
3.01
0.50

Tool 3 (Post-Test)

300-999
1000 plus
0-299

1.11
0.83
1.72

0.50
0.51
0.74

Tool 4 (Pre-Test)

300-999
1000 plus
0-299

1.96
1.86
1.16

0.74
0.77
0.75

Tool 4 (Post-Test)

300-999
1000 plus
0-299

1.25
1.46
2.68

1.00
1.04
0.63

Tool 5 (Pre-Test)

300-999
1000 plus
0-299

2.57
2.54
1.40

0.74
0.74
0.58

Tool 5 (Post-Test)

300-999
1000 plus
0-299

1.25
1.17
1.88

0.58
0.75
0.33

Tool 6 (Pre-Test)

300-999
1000 plus
0-299

1.75
1.62
0.64

0.44
0.49
0.49

Tool 6 (Post-Test)

300-999
1000 plus
0-299

0.86
0.71
1.92

0.45
0.57
0.91

300-999

1.89

0.74
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1.99

.143

.04

1.18

.313

.03

1.23

.298

.03

0.02

.977

.01

1.30

.277

.03

Table 9 (continued).
Tool 7 (Pre-Test)

1000 plus
0-299

2.11
9.32

0.76
2.17

Tool 7 (Post-Test)

300-999
1000 plus
0-299

9.07
9.6
11.24

2.31
2.22
2.42

1.64

.199

.04

300-999
11.57 1.28
1000 plus
10.71 2.48
N-Size for size of student population of district paraprofessional is employed in categories are,
25 in 0-299 students, 27 in 300-999 students, and 35 in 1000 plus students. Tools 1-7 all had a
degree of freedom (df) of (2, 85).
A repeated-measures analysis of co-variance (ANCOVA) on each of the seven tools preand post-assessment data with time (pre-post) as the repeated measure and grade level categories
as the covariate. This data analysis was used to analyze the interaction between knowledge
growth and the co-variant of grade level categories to determine whether the pattern of growth is
different between the different categories. The pre- to post-assessment data indicates that
participants knowledge in all disaggregate categories across all 7 tools grew after completing of
each tool regardless of the size of school district paraprofessional was employed in. Table 9
mean results indicate that participants’ knowledge increased after completing each
paraprofessional tool in all three disaggregates of size of district. All mean scores grew for each
disaggregate category when comparing pre- to post-assessment data. Looking at the mean scores,
the largest growth of knowledge occurred with Tools 2 and 4, while the lowest growth in
knowledge was Tools 1 and 3. Each tool had a degree of freedom (df) of (2,85). The significance
value (P) differs amongst each tool. All tools’ significance values indicate there were no
significant differences in growth when disaggregating the participant data by size of district the
paraprofessional works within. Furthermore, the partial eta squared data resulted in all tools
effect size were between .01 and .06, indicating they had a small effect size. Concluding that all
tools had no difference in interaction between knowledge growth and grade level categories.
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Main effects of time were consistent with the analyses reported in Table 3; see Appendix
E for main effects of time on all co-variants. The main effects of population size are reported in
Appendix F and all were non-significant with the except of Tool 1: Understanding Disabilities.
Post hoc tests with Tukey corrections indicated that paraprofessionals from smaller districts (0299) had lower knowledge scores on average (across both pre and post tests) than those from
larger districts (1000 plus), p = .008. The knowledge of those from medium-sized districts fell in
between the other groups and did not significantly differ from either.
Summary
Ex post facto data were collected to answer both research questions in this study. A
significant growth in knowledge and perceived knowledge was found for participants based on
the repeated-measures analysis of variance (ANOVA) on each of the seven tools’ pre- and postassessment data. Analyses of covariance (ANCOVAs) did not indicate significant interactions
between any of the tested covariates and knowledge growth with the exception of grade level on
tool 7. Conducting a simple effects analysis on tool 7 indicated that paraprofessionals who taught
grades K-5th and 9-12th had significant growth, but 6-8th grade paraprofessionals did not. Overall,
the analysis showed that paraprofessionals’ knowledge and perceived knowledge increased after
completing the online training. Furthermore, the growth was consistent across years of
experience, grade level, state, and size of district.
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Chapter 5
Introduction
Paraprofessionals are critical in today’s schools, and the need for more paraprofessionals
is growing rapidly due to the increasing number of students qualifying for special education, the
need to support students with disabilities in the least restricted environment, and teacher
shortage, especially the shortage of special education teachers (Billingsley & Bettini, 2019;
Brock & Carter, 2016). Students with disabilities have varying learning and social/emotional
needs, which require a vast array of support and people who can adequately provide that support.
These specialized supports and services are provided across different educational environments.
Public schools in the United States are by law required to provide all students a free and
appropriate education based on the Individuals with Disabilities Act (IDEA, 2004). The IDEA
Legislation enacted over the past 50 years has changed how and where support is provided, as
well as who provides that support to students with disabilities. To adequately support these
students, schools are looking to paraprofessionals to fill these gaps (Brock & Carter, 2015).
Paraprofessionals are employees who (a) provide one-on-one tutoring; (b) assist with classroom
management, (c) coordinate training and staff development, (d) conduct parental involvement
activities, and (e) provide instructional support services under the direct supervision of a highly
qualified teacher (Konza & Fried, 2012).
This study determined if paraprofessionals who completed a Paraprofessional Toolkit
Training Program developed by the Black Hills Special Services Cooperative increased their
knowledge and perceived knowledge about the profession with the goal of showing that an
online tool could provide supportive training for paraprofessionals.

72

Research about Training and Supports
Paraprofessional training and professional learning are clearly needed in schools across
the United States (Brock et al., 2017). Oftentimes, paraprofessional assignment falls to the
building and district administrators (Suter & Giangreco, 2009). When a paraprofessional is hired,
they are most often assigned to a teacher and/or specific group of students, in most cases with no
training in helping that particular population (Cobb, 2007). Paraprofessionals are frequently
given responsibilities without adequate training, communication, and supervision (Breton, 2010).
Brock et al. (2017) discovered that when paraprofessionals were not trained in practices
that were effective in dealing with certain behaviors, the behaviors and situation worsened, and
the paraprofessional became counterproductive. As a result, this distracted other students,
impacted the classroom teacher’s ability to teach students and often frustrated all parties
involved (Brock et al., 2017). Therefore, there is a strong need to identify effective ways to train
paraprofessionals.
Training Methods: Face-to-Face and Coaching
Professional development and support can be implemented in a variety of ways.
Surveyed paraprofessionals indicated a need for training to be provided within the school
environment and expressed a desire for that training to include hypothetical situations and a
hands-on experience that prepared them to function in school settings (Walker, 2017). They also
wanted a type of training that would equip them to work with teachers and provide adequate and
appropriate support to students with disabilities (Walker, 2017).
Ledford et al. (2017) found that specific Evidence-Based Practices (EBP) like Behavior
Skills Training (BST) are successful methodologies and a way to effectively train
paraprofessionals. They employed a coaching model in which teachers and administrators were

73

trained on how to implement a successful coaching process. For a relatively short period of time
and low cost, paraprofessionals were able to learn behavior skills during the training (Ledford et
al., 2017).
Training Methods: Virtual and Online Modules
Paraprofessionals are often not included in the school’s professional development, and it
is often difficult for them to receive training because of schedules, contract limitations, and
budgeting (Zobell & Hwang, 2020). Therefore, offering adequate professional development
while providing flexibility in scheduling may lead to better results. Online modules or virtual
training could offer this flexibility while still having an impact on paraprofessionals’ knowledge
and perceived knowledge. However, online modules require paraprofessionals to learn via
online, which can be difficult for some.
Wright and Prescott (2018) found support for effectively training and supporting
paraprofessionals by video or virtual learning. They identified that paraprofessionals who
completed six 2-hour long virtual professional learning sessions increased their understanding of
effective teaching practices by 28%, and paraprofessionals’ perceptions about their abilities to
support and meet the needs of students with autism increased (Wright & Prescott, 2018).
Online modules have been effective in increasing knowledge, increasing the
implementation of specific strategies, and improving the implementation of strategies over time
(Douglas et al., 2013; Granpeesheh et al., 2010; McCulloch & Noonan, 2013. Douglas et al.
(2013) found that an online training that included the use of questions and reflection
opportunities for paraprofessionals working with students who have complex communication
needs increased the number of communicative interactions between paraprofessionals and
students.
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Current Study
Paraprofessionals play an integral role within the learning and supporting of students with
disabilities, but a lack of consistent support and appropriate training limits their effectiveness
(Brock et al., 2017; Barrio & Hollingshead, 2017; Wright & Prescott, 2018; Cole-Lady & Bailey,
2019; Sauberan, 2015). Studies have shown that training paraprofessionals can have a positive
outcome for paraprofessionals and subsequently their students.
The purpose of this quantitative study was to identify the extent to which
paraprofessionals’ knowledge of supporting students with disabilities increased after completing
the Paraprofessional Toolkit training program online. Individual and contextual factors were
investigated to determine whether knowledge gains were consistent across years of experience,
location, grade level, and size of district.
Method
Population
Data was analyzed from 87 paraprofessionals who worked with students during the 20202021 school year and completed the online Paraprofessional Toolkit training based on the
directive from their school or district administrators. All members of this population worked in
the role of paraprofessionals supporting students with disabilities. Table 1 below provides
demographic information for the participants in this study.
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Table 1
Demographics for Study Participants
Demographics

Sample Size
N
87

Percent

South Dakota
Louisiana

40
47

45%
55%

1-3 Years Experience
4-6 Years Experience
7 Plus Years Experience

30
21
36

34%
24%
42%

Kindergarten (K) - 5th Grade
6th – 8th Grade
9th – 12th Grade

40
20
27

47%
23%
31%

0 – 299 Total Student Population
300 – 900 Total Student Population
1000 Plus Total Student Population

25
27
35

28%
32%
40%

Total participants

100%

Paraprofessional Toolkit and Training
The toolkit in this study was designed by a team from the Black Hills Special Services
Cooperative (BHSSC) in 2017. The BHSSC team of developers consisted of former special
education teachers, building administrators, special education directors, school psychologists,
and other educational specialists who conceptualized the toolkit. The paraprofessional toolkit
training was developed based on the research literature and its alignment with identified need
from over 200 district and building administrators in South Dakota. The administrators included
superintendents, special education directors, and curriculum directors. Prior to the initial
development of the online training, the Paraprofessional Toolkit was implemented face-to-face
over a dozen times. Information from these face-to-face training was used to re-design the
training in an online format when schools were moved to online learning during COVID-19.
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Each time the Paraprofessional Toolkit was implemented, the paraprofessionals provided
evaluation of the training. The feedback led to the re-design of each tool’s content, reflection
activities, and assessment activities based on what participants found to be most meaningful for
each tool within the toolkit.
The toolkit includes seven crucial training areas with specific objectives. To ensure the
validity of the online Paraprofessional Toolkit training, the objectives for each tool aligned
directly to the pre-and post-assessment questions (Table 2).
Table 2
Paraprofessional Toolkit Training Tool Areas and Objectives
1) Understanding
Disabilities

•
•
•

2) Roles and
Responsibilities

•
•
•

Understand how students qualify for special education
Understand the various possible disability categories in
special education
Develop a deeper understanding of the most common
disability categories and take away some instructional
strategies
Provide guidance when working with students and staff
Empower paraprofessionals to make a difference in their
work environment
Provide tools to foster success while working with
students

3) Collaboration with
Teachers

•
•

Understand what makes for successful collaboration
Gain strategies for overcoming common barriers to
collaboration

4) Accommodations and
Modifications

•

Understand the importance of empowering our students
to be independent
Understand how to utilize the prompting hierarchy to
increase independence
Understand how to select and then fade prompts to
facilitate independence

•
•

5) Empowering Students to
be Independent

•
•

Understand the importance of empowering our students
to be independent
Understand how to utilize the prompting hierarchy to
increase independence
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6) Academic Instruction

•

Understand how to select and then fade prompts to
facilitate independence

•

Understand the importance of empowering our students
to be independent
Understand how to utilize the prompting hierarchy to
increase independence
Understand how to select and then fade prompts to
facilitate independence

•
•

• Understand why behaviors occur
• How mindset about behaviors matter
• Learn Environmental Strategies
• Learn Proactive Behavior Strategies
Based on feedback, each of the seven tools was broken into two or more parts to

7) Monitoring and
Managing Behaviors

maximize their comprehensibility. Each part has a reflection activity that each participant must
complete along with PowerPoints, resources, and video recordings of presentations that must be
viewed.
Assessment of Knowledge Growth
Participants were asked to rate their perceived knowledge in each tool’s two or three
main content areas on a three-point Likert scale before and after completing it. These Likert
ratings were summed for a total perceived knowledge score. In addition, paraprofessionals
completed a pre-assessment at the start of each tool that measured their prior knowledge and
contained at least three questions. After each tool, they completed a post-assessment that
contained identical or similar questions. Assessments for tools 1, 3, and 6 required the use of
rubrics to evaluate the participants’ responses to open-ended items. Assessments for tools 2, 4, 5,
and 7 contained forced choice responses that were scored as correct or incorrect.
Reliability and Validity of The Paraprofessional Toolkit Knowledge Assessments
The pre-and post-assessment questions were reviewed by special education teachers,
paraprofessionals, special education directors, building administrators, school psychologists, and
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other educational specialists to ensure the validity of the questions. Assessment data from the
2019-2020 online training resulted in modifying the questions to be more purposeful and align
more closely to the outcomes of each tool. During the redesign of the post-assessment questions,
the pre-assessment questions were also modified to allow for comparisons. Perceptual questions
that included adult learners ranking their perceived growth were also added to each tool.
To ensure interrater reliability of scoring the open-ended items, two raters scored the
post-assessment data from tools 2, 3, and 6. Weighted Kappas of .83-.88 indicated that
agreement was very good (Altman, 1999.
Data Analysis
Preliminary analyses indicated that most of the individual and contextual factors (years of
experience, location, grade level, and size of district) did not significantly interact with
knowledge growth. For simplicity in reporting, we provide repeated-measures analysis of
variance (ANOVA) results for both perceived and tested knowledge. In the one case where a
significant interaction was present, we present ANCOVA results.
Results
Table 3 means illustrate that participants’ knowledge increased from before to after
completing each paraprofessional tool and this growth was statistically significant for all tools.
The growth was large in size (ηp2 > .14; Richardson, 2011) for all tools except Tool 2, which had
a medium effect size.
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Table 3
Paraprofessional Toolkit Pre- and Post-Assessment Knowledge
Pre/Post
Tools
Mean
SD
Assessment
Tool 1
Pre
0.48
0.72
Post
1.48
0.90
Tool 2
Pre
7.92
3.65
Post
8.99
2.86
Tool 3
Pre
0.97
0.51
Post
1.85
0.75
Tool 4
Pre
1.31
0.95
Post
2.59
0.71
Tool 5
Pre
1.26
0.65
Post
1.74
0.44
Tool 6
Pre
0.74
0.51
Post
1.99
0.79
Tool 7
Pre
9.35
2.22
Post
11.14
2.16
Note. Tools 1-7 all had a df (1, 87).

F

ηp2

77.90***

.48

94.42***

.10

113.78***

.57

126.37***

.59

33.57***

.28

169.68***

.66

29.76***

.26

*** p < .001
When testing covariates, there were no significant interactions between any of the
covariates and growth in knowledge for any of the seven tools, with the exception of grade level
for Tool 7 only. A simple effects analysis indicated significant growth in knowledge from preassessment to post-assessment was present and large in size for both k-5th and 9-12th categories.
In contrast, 6-8th participants’ mean scores slightly and non-significantly reduced from preassessment to post-assessment data.
Table 4 illustrates that paraprofessionals’ perceived knowledge growth was also
statistically significant for all tools and was large in size.
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Table 4
Paraprofessional Toolkit Pre- and Post-Assessment Perceived Knowledge
Pre/Post
Tools
Mean
SD
F
Assessment
Tool 1
Pre
2.34
1.60
195.12***
Post
5.12
1.22
Tool 2
Pre
3.28
1.54
120.44***
Post
5.20
1.26
Tool 3
Pre
2.26
0.84
148.60***
Post
3.53
0.77
Tool 4
Pre
2.65
1.54
169.89***
Post
5.04
1.24
Tool 5
Pre
2.53
1.44
360.63***
Post
5.42
0.95
Tool 6
Pre
2.41
1.51
188.36***
Post
4.96
1.31
Tool 7
Pre
3.78
2.01
194.14***
Post
6.75
1.72
Note. Tools 1-7 all had a df (1, 87). *** p < .001

ηp2
.690
.581
.631
.661
.806
.684
.691

Discussion
This study indicated that participants’ knowledge and perceived knowledge increased
significantly for all tools in the training toolkit. This growth was consistent regardless of their
years’ experience, their location (state), the grade level they worked with, or the size of the
district they worked in, with only one exception. There was no significant growth in Tool 7:
Monitoring and Managing Behaviors for paraprofessionals who worked in grades 6-8. Based on
these results, it can be concluded that the paraprofessional toolkit training was associated with
consistent and substantial growth in paraprofessionals’ assessed and perceived knowledge.
This study indicated that paraprofessionals who received this training left the training
with a clear increase in knowledge on how to support students with disabilities in several key
areas that make up the paraprofessional toolkit. Furthermore, the study indicated that
paraprofessionals’ perceptions of knowledge increased around those key areas within the toolkit.
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This indicates that paraprofessionals who participated in the training now perceive themselves
are more capable and prepared in supporting all students, including students with disabilities.
With both knowledge and perceptional knowledge increasing, paraprofessionals who completed
this training should be more effective in supporting students with disabilities in the varying
educational environments across multiple disabilities.
Tool 6: Academic Instruction had the largest knowledge growth while Tool 5:
Empowering Students to be Independent had the largest perceived knowledge growth. Both are
the key components of the training because they provide practical information, strategies,
scenarios, and examples. Tool 2: Roles and Responsibilities had the smallest amount of growth
in both knowledge and perceived knowledge. This could be a result of the content of the training
being broad and not specific to roles, but more an overview of what they could do.
Paraprofessionals have varying roles and responsibilities across districts and as outside trainers,
we cannot specifically define their roles.
It is clear that paraprofessionals play a critical role within schools today but receive little
training (Brock et al. 2017; Breton, 2010; Brown & Stanton-Chapman, 2017; Wright & Prescott,
2018). This project demonstrated seven critical areas that paraprofessionals could be trained in to
improve their roles and responsibilities when it comes to supporting students with disabilities: 1)
Understanding Disabilities, 2) Roles and Responsibilities, 3) Collaboration with Teachers, 4)
Accommodations and Modifications, 5) Empowering Students to be Independent, 6) Academic
Instruction, and 7) Monitoring and Managing behaviors. Educators, administrators,
paraprofessionals, and other educational staff identified these areas as critical to
paraprofessionals’ success in supporting students with disabilities. This study provides evidence
of knowledge growth linked to training in each of these areas.
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Roles and Responsibilities
Using past research and other data, it was clear that one of the main areas of focus should
be roles and responsibilities (Brown & Stanton-Chapman, 2017; Suter & Giangreco, 2009).
Paraprofessionals’ roles are often misunderstood and not communicated, and therefore they are
often asked to complete other duties. Therefore the toolkit discusses what the role of a
paraprofessional could be, what it is not, the role of other educators, and other important
information around roles. Although this study indicated that Tool 2: Roles and Responsibilities
was associated with the smallest knowledge and perceived knowledge growth, the effect was still
medium to large and statistically significant. One possible explanation for growth being the
smallest is that Tool 2 presented broad information in a manner of what the role could be, rather
than specifically detailing the role of a paraprofessional. Oftentimes districts, buildings,
classrooms, grade levels paraprofessionals support within, and other variables impact exactly
what paraprofessionals’ roles are. To avoid information that would not apply to all participants,
the training in Tool 2 was kept broad.
Information about roles and responsibilities is also incorporated into the other six tools,
where it is made specific to that content area. For example, when discussing academic
instruction, we provide information on the roles and responsibilities of what paraprofessionals
could be doing during academic instruction and provide specific strategies and information. The
result is more concise information around roles within specific areas. Based on the study results,
it appears the integration of roles and responsibilities into other tools may be more impactful
than a standalone general tool.
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Academic Instruction
The results of this study indicated that the largest knowledge growth was in tool 6:
academic instruction. This is the largest role and responsibility that paraprofessionals take on
when supporting students with disabilities, but also is the least clearly understood by
paraprofessionals. Most paraprofessionals have not completed training around instruction,
resulting in a misunderstanding of what instructional strategies could be used for differing
content, students, grade levels, etc. Tool 6 outlines specific information around understanding the
importance of empowering students to be independent, understanding how to utilize the
prompting hierarchy to increase independence, and understanding how to select and then fade
prompts to facilitate independence. This study indicated that paraprofessionals had substantial
room to grow in their knowledge around these aspects of academic instruction, and their
knowledge grew substantially from before to after training. This should have a direct impact on
how paraprofessionals are supporting students with disabilities.
Collaboration With Teachers
More students with disabilities are being placed in the least restrictive environment,
which requires clear and consistent communication among educators and paraprofessionals
(Biggs et al., 2016; Brown & Stanton-Chapman, 2017; Delvin, 2008; Goe & Matlach, 2014;
Suter & Giangreco, 2009) . Specifically, paraprofessionals must be able to communicate and
collaborate with general education and special education teachers. Tool 3: Collaboration with
Teachers was created to address this objective. Participants demonstrated room for growth at pretest, and significant growth at post-test in knowledge and perceived knowledge around
understanding what makes for successful collaboration and communication, strategies for
overcoming common barriers to collaboration, and their potential role in collaboration. After
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completing this training, paraprofessionals should have an understanding of strategies around
how to effectively communicate and collaborate, which should result in a system or process that
supports students with disabilities more effectively.
Training Format
Finding time or availability to train teachers and paraprofessionals is difficult (Wright &
Prescott, 2018; Zobell & Hwang, 2020). Paraprofessionals often do not receive training because
of difficult schedules and contract limitations (Zobell & Hwang, 2020). This results in schools
using online modules or virtual training to provide needed support. This study demonstrated that
significant knowledge growth occurred with an online module system of training. Furthermore,
the training was associated with significant growth regardless of location of district, years’
experience, grade level, and size of district. Online training for paraprofessionals may be an
effective delivery method for schools to explore in order to appropriately support their
paraprofessionals.
Implications for Practice
This study provided valuable insight around what types of content, information, and
support paraprofessionals need in order to most appropriately support students with disabilities.
All schools, including rural schools, should consider training paraprofessionals using the
Paraprofessional Toolkit training. Research suggests that providing paraprofessionals with
training can have a positive impact on their roles and responsibilities in supporting all students,
including students with disabilities (Brock et al. 2017; Breton, 2010; Wright & Prescott, 2018;
Hughes & Valle-Riestra, 2008; Jones et al., 2012). According to our findings, paraprofessionals
who completed the paraprofessional toolkit training had specific knowledge growth and
perceived knowledge growth around seven areas that would positively impact paraprofessionals’
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abilities to function within a school supporting students. As students with disabilities are being
placed into more inclusive settings, the general education classroom, paraprofessionals must
know the roles and know how to support these students within this setting (Biggs et al., 2016;
Brown & Stanton-Chapman, 2017; Giangreco & Broer, 2007; Suter & Giangreco, 2009).
Paraprofessionals today are also being asked to provide behavioral support, implement
accommodation, provide instructional support, communicate, and collaborate with teachers, and
understand how the different disabilities impact student learning so it is critical to provide them
training and support within these key areas (Fisher & Pleasants, 2012; Patterson, 2006; Stewart,
2019). Using this information, along with other data and feedback, the paraprofessional training
was created to have a positive impact on paraprofessionals’ abilities on supporting students with
disabilities. Furthermore, data from this study indicated that regardless of location of (South
Dakota or Louisiana), size of school district, or grade level, participants of this study still had a
significant increase in knowledge growth and perception of knowledge growth, suggesting that
the training is effective across these varied contexts.
In addition, this study indicated that paraprofessionals’ knowledge grew regardless of
their years of experience. Paraprofessionals who had worked as paraprofessionals more than 7
years had similar knowledge scores and growth to newer paraprofessionals. This indicates that
paraprofessionals are not gaining the covered knowledge on the job and highlights the need for
training.
Limitations
School districts paid for this training and required paraprofessionals to complete the
training. The time in which paraprofessionals were required to complete the training differed in
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schools from once a month to a day or two. When and how quickly paraprofessionals completed
the training may have impacted their knowledge prior to completing it.
Paraprofessionals in this study may not be representative of paraprofessionals in all
schools. School districts who purchased this tool kit often indicated that their paraprofessionals
received zero training prior to completing the paraprofessional toolkit training. Although the
literature indicates that paraprofessionals often receive little training, this sample may have
differed from other professionals in their prior training experience. Paraprofessionals in this
study may have also differed from paraprofessionals in other states because both states required
paraprofessionals to complete the full toolkit to complete CEUs. This may impact
paraprofessionals’ motivation in completing the training.
Further Research
Although paraprofessionals’ knowledge and perceived knowledge increased after the
training, the impact it has on their role and their abilities to support students with disabilities
more effectively is still unknown. A future study could assess the actual implementation of
information and strategies learned within their roles.
A further study could investigate why paraprofessionals’ knowledge grew significantly
for paraprofessionals who worked in K-5 and 9-12, but did not for paraprofessionals who worked
in the grade level of 6-8.
Conclusion
Paraprofessionals need training and support to effectively support students with
disabilities in varying education environments, but often times do not receive it. This study
indicated that paraprofessionals’ knowledge and perceived knowledge can increase after
completing training. Furthermore, using an online module system to train paraprofessionals
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could be an effective method in delivering training for paraprofessionals. Paraprofessionals
demonstrated room for knowledge growth in all 7 areas identified within the training utilized in
this study, suggesting they are important aspects for trainings to incorporate.
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Appendices
Appendix A
Paraprofessional Toolkit Outline

Paraprofessionals Toolkit Areas
and Description
Tool 1: Understanding
Disabilities
• Designed to provide
participants with
information around the
disability categories students
can qualify under.
• This tool covers information
and the processes in which
students may qualify for
special education, and
around characteristics of the
disability and the
instructional strategies they
could implement to support
specific students with
disabilities.
• Objectives:
o Understand how
students qualify for
special education
o Understand the
various possible
disability categories
in special education
o Develop a deeper
understanding of the
most common
disability categories
and take away some
instructional
strategies
• Two parts, both video
presentations parts are
around nine minutes

Pre-Assessment
Tool 1: Pre-Assessment
(See appendix X)
• Three total
questions
• All the same or
similar to tool 1
post-assessment
questions
• Assess the
participants
knowledge around
understanding the
process on how
students qualify for
special education,
examples of
strategies of how
you might support
students in specific
disability categories,
and how they might
use this information.

101

Post-Assessment
Tool 1: Post-Assessment (See
appendix X)
• Five total questions
• Three of the questions are
the same or similar to preassessment
• Assess the participants
knowledge around
understanding the process on
how students qualify for
special education, examples
of strategies of how you
might support students in
specific disability categories,
and how they might use this
information after the
completion of tool 1 online
module.
• Two additional questions:
o Perceived knowledge
growth after
completing the
training that align
specifically to
objectives of this
tool.
o How participants will
utilize this
information within
their practices as
paraprofessionals.

Tool 2 Paraprofessional Roles
and Responsibilities
• Designed to provide
participants with guidance
around how
paraprofessional may work
with students with
disabilities and other
educational staff.
• This tool covers information
around roles and
responsibilities of a
paraprofessionals, how
paraprofessionals may work
with other educational staff,
make a difference in their
work environment, and
provide further clarity,
information, and support
when working with students
with disabilities.
• Objectives:
o Provide guidance
when working with
students and staff
o Empower
paraprofessionals to
make a difference in
their work
environment
o Provide tools to
foster success while
working with
students
• There are two parts to this
tool, part 1 video
presentation is around 7
minutes and part 2 video
presentation around 12
minutes in duration.

Tool 2: Pre-Assessment
(See appendix X)
• Three total
questions
• All the same or
similar to tool 2
post-assessment
questions
• Assess the
participants
knowledge and
perceived
knowledge around
their roles around
instruction and
behavioral supports
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Tool 2: Post-Assessment (See
appendix X)
• Five total questions
• Three of the questions are
the same or similar to preassessment
• Assess the participants
knowledge and perceived
knowledge around their roles
around instruction and
behavioral supports after the
completion of tool 2 online
module.
• Two additional questions:
o Perceived knowledge
growth after
completing the
training that align
specifically to
objectives of this
tool.
o Asks participants to
provide additional
information that
would be beneficial,
this response is not
required from
participants.

Tool 3 Collaborating with
Teachers
• Designed to give
participants guidance around
collaboration.
• This tool covers information
around what collaboration is
and what makes it
successful and to gain
strategies to overcome
barriers to collaboration.
• Objectives:
o Understand what
makes for successful
collaboration
o Gain strategies for
overcoming common
barriers to
collaboration
• There are two parts to this
tool, part 1 video
presentation is around 16
minutes and part 2 video
presentation is around 15
minutes.

Tool 3: Pre-Assessment
(See appendix X)
• Three total
questions
• All the same or
similar to tool 3
post-assessment
questions
• Assess the
participants around
what is
collaboration is,
what makes
collaboration
successful, and
overcoming barriers
to collaboration
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Tool 3: Post-Assessment (See
appendix X)
• Six total questions
• Three of the questions are
the same or similar to preassessment
• Assess the participants
knowledge and perceived
knowledge around their roles
around instruction and
behavioral supports after the
completion of tool 3 online
module.
• Three additional questions:
o Perceived knowledge
growth after
completing the
training that align
specifically to
objectives of this
tool.
o Asks participants to
provide additional
information that
would be beneficial,
this response is not
required

Tool 4 Accommodations and
Modifications
• Designed to provide
participants with content
around accommodations and
modifications
• This tool covers information
around what
accommodations and
modifications are, what are
the differences between the
two, when to implement
accommodations and
modifications, and
paraprofessionals roles
within the implementation.
• Objectives:
o Understand the
difference between
accommodations and
modifications
o When is the best
time to use an
accommodation and
modification?
o Your role for
implementation of
accommodations and
modifications
• There are two parts to this
tool, part 1 video
presentation is around 16
minutes long and part 2
video presentation is around
6 minutes.

Tool 4: Pre-Assessment
(See appendix X)
• Four total questions
• All the same or
similar to tool 4
post-assessment
questions
• Assess participants
knowledge around
what an
accommodation and
modification is and
has
paraprofessionals
identify an
accommodation and
modification in
within a scenario
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Tool 4: Post-Assessment (See
appendix X)
• Six total questions
• Four of the questions are the
same or similar to preassessment
• Assess participants
knowledge around what an
accommodation and
modification is and has
paraprofessionals identify an
accommodation and
modification in within a
scenario after the completion
of tool 4 online module.
• Two additional questions:
o Perceived knowledge
growth after
completing the
training that align
specifically to
objectives of this
tool.
o Confirm that this is
what they were
needing regarding
information around
accommodations and
modifications

Tool 5 Empowering Students to
be Independent
• Designed to provide
participants with
information around the
importance of how to
empower students with
disabilities.
• This tool covers information
around the importance of
empower students to be
independent, how to utilize
promoting hierarchy to
increase independence, and
how to select and fade
prompts to facilitate
independence.
• Objectives:
o Understand the
importance of
empowering our
students to be
independent
o Understand how to
utilize the prompting
hierarchy to increase
independence
o Understand how to
select and then fade
prompts to facilitate
independence
• There are two parts to this
tool, part 1 video
presentation is around 8
minutes long and part 2
video presentation is around
5 minutes.

Tool 5: Pre-Assessment
(See appendix X)
• Four total questions
• All the same or
similar to tool 5
post-assessment
questions
• Assess participants
knowledge by
asking scenario
questions where
participants give
information on what
they would do
within the scenario
for different
prompts they
learned in the
training.
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Tool 5: Post-Assessment (See
appendix X)
• Seven total questions
• Four of the questions are the
same or similar to preassessment
• Assess participants
knowledge around what an
accommodation and
modification is and has
paraprofessionals identify an
accommodation and
modification in within a
scenario after the completion
of tool 5 online module.
• Three additional questions:
o Perceived knowledge
growth after
completing the
training that align
specifically to
objectives of this
tool.
o Confirm that this is
what they were
needing regarding
information around
empowering students
to be independent
o Asks participants to
provide additional
information that
would be beneficial,
this response is not
required

Tool 6 Academic Instruction
• Designed to provide
participants with guidance
around instructional
strategies and supports for
students with disabilities
• This tool covers information
around their role as
paraprofessional and
instructional supports for
students with disabilities,
how and when to use
different instructional
strategies, and are provided
additional instructional
instructions that could be
useful in supporting students
with disabilities
• Objectives:
o Understand the role
of paraprofessionals
within academic
instruction
o Understand how and
when to use different
types of instructional
strategies
o Gain additional
instructional
strategies to use in
working with
students
• There are three parts to this
tool, part 1 is around 11
minutes long, part 2 is
around 16 minutes long, and
part 3 is 20 minutes long.

Tool 6: Pre-Assessment
(See appendix X)
• Three total
questions
• All the same or
similar to tool 6
post-assessment
questions
• Assess
paraprofessional
understanding
around instructional
strategies by listing
of possible
instructional
strategies they are
currently using and
what strategies they
might use in the
next two weeks after
completing this
training.
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Tool 6: Post-Assessment (See
appendix X)
• Five total questions
• All the same or similar to
tool 6 post-assessment
questions
• Assess paraprofessional
understanding around
instructional strategies by
listing of possible
instructional strategies they
are currently using and what
strategies they might use in
the next two weeks after the
completion of tool 6 online
module.
• Two additional questions:
o Perceived knowledge
growth after
completing the
training that align
specifically to
objectives of this
tool.
o Confirm that this is
what they were
needing regarding
information around
academic instruction

Tool 7 Managing Behaviors
• Designed to provide
participants with guidance
and strategies around
students behaviors and how
to supports those
• This tool covers information
around why behavior
occurs, how educators’
mindsets and approach to
behavior matters, provide
specific environmental and
proactive behavioral
strategies that could support
paraprofessionals when
working with students with
disabilities
• Objectives:
o Understand why
behaviors occur
o How mindset about
behaviors matter
o Learn Environmental
Strategies
o Learn Proactive
Behavior Strategies
• There are three parts to this
tool, part 1 is around 10
minutes long, part 2 is
around 11 minutes long, and
part 3 is 20 minutes long.

Tool 7: Pre-Assessment
(See appendix X)
• Six total questions
• All the same or
similar to tool 7
post-assessment
questions
• Assess participants
understanding on
how behaviors
develop, provided
scenarios where the
participants select
whys on which
behaviors are
changed, ways to
change
environments to
decrease behaviors,
and examples of
proactive behavior
strategies.
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Tool 7: Post-Assessment (See
appendix X)
• Eight total questions
• All the same or similar to
tool 7 post-assessment
questions
• Assess participants
understanding on how
behaviors develop, provided
scenarios where the
participants select whys on
which behaviors are
changed, ways to change
environments to decrease
behaviors, and examples of
proactive behavior strategies
after the completion of tool 7
online module.
• Two additional questions:
o Perceived knowledge
growth after
completing the
training that align
specifically to
objectives of this
tool.
o Confirm that this is
what they were
needing regarding
information around
managing student
behaviors

Appendix B
Paraprofessional Toolkit Pre-Assessments
Tool #1 Pre-Assessment - Understanding Disabilities
Are you comfortable in understanding the process for how students qualify for special education
services?
o
o
o
o
o

Extremely uncomfortable
Somewhat uncomfortable
Neither comfortable nor uncomfortable
Somewhat comfortable
Extremely comfortable

List some examples of strategies that you might use to work with students of these different
disability categories:
o
o
o
o
o

Autism Spectrum Disorder ________________________________________________
Emotional Disturbance ________________________________________________
Other Health Impairment ________________________________________________
Specific Learning Disability ________________________________________________
Cognitive Disability ________________________________________________

What further questions do you have about how students qualify for special education services
and/or about supporting students with these disabilities?
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Tool #2 Pre-Assessment: Roles & Responsibilities
What are you hoping to gain from this course, “Roles & Responsibilities?”
In regards to instruction, which of the following are roles of yours as a paraprofessional? (Check
all that apply)?
•

Implements plans created by the teacher

•

Monitors and provides assistance to students during classroom activity

•

Communicates with general education teacher and para about student instruction

•

Plans the instructional support activities the paraprofessional is to carry out

•

Supports students using instructional accommodations/modifications

•

Communicates with teacher/case manager about student progress

•

Evaluates the achievement of the students with whom the paraprofessional is working

•

Gives instruction for the entire class, small group, or individual student

In regards to behavior, which of the following are roles of yours as a paraprofessional? (Check
all that apply)
•

Implements behavioral strategies using the same emphasis and techniques as the
teacher/case manager

•

Lead process to analyze behavior

•

Collect data to help determine success

•

Develop a Behavior Intervention Plan that addresses behavior strategies

•

Train para and staff on how to implement plan

•

Communicates with case manager about behaviors in the classroom

•

Observes and facilitates peer interactions

•

Check-in on success

•

Describes appropriate risk and limitations for each student
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Tool #3 Pre-Assessment: Collaborating with Teachers
What are you hoping to gain from this course, “Collaborating with Teachers?”

What all would you say needs to be in place in order for successful collaboration to happen in
schools?

What might be current barriers in place at your school that prevent successful collaboration?
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Tool #4 Pre-Assessment: Accommodations and Modifications
What are you hoping to gain from this course, “Accommodations and Modifications?”

What is an accommodation?
•
An accommodation changes what a student is expected to learn and demonstrate
by changing the level, priority or content
•
An accommodation is a plan that describes how a student is supposed to behave in
a classroom
•
An accommodation changes how the student accesses and demonstrates learning,
but does not change what the student is expected to learn or demonstrate
•
An accommodation is a plan that outlines special education services for a student
What is a modification?
•
A modification changes what a student is expected to learn and demonstrate by
changing the level, priority or content
•
A modification is a plan that describes how a student is supposed to behave in a
classroom
•
A modification changes how the student accesses and demonstrates learning, but
does not change what the student is expected to learn or demonstrate
•
A modification is a plan that outlines special education services for a student
Identify if this is an accommodation or modification in this scenario: Billy struggles with
Spelling. Billy takes an individualized spelling test that has fewer words and the words are
different than what he classmates are learning?
•
•
•

Accommodation
Modification
Unsure
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Tool #5 Pre-Assessment: Empowering Students
What are you hoping to gain from this course, “Empowering Students to Be Independent?”

What strategies are you currently using within each of the following settings to encourage
independence within the students you work with each day?
•
•
•
•
•
•

Classroom ________________________________________________
Hallway Transitions ________________________________________________
Social Interactions with Peers _________________________________________
Social Interactions with Other Staff ___________________________________
Recess ________________________________________________
Lunchroom ________________________________________________

To encourage as much independence as possible, which type of prompt should be used in this
scenario: Jenny recognizes the bell as being a signal to go to her next class, but she needs help
remembering what she needs to bring to her next class.
•
•
•
•
•
•

Indirect Verbal
Direct Verbal
Gesture
Modeling
Partial Physical Assist
Full Physical Assist

When using prompting to increase independence with a student, it's important to (check all that
apply):
•
•
•
•
•

Use only one prompt at a time
Avoid using a prompt that provides more assistance than what the student needs
Try all of the prompts in one sitting
Be ready to fade the prompt in a reasonable amount of time
Be prepared for when it's time to remove verbal prompts
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Tool #6 Pre-Assessment: Academic Instruction
What are you hoping to gain from this course, “Instructional Strategies?”

What are some instructional strategies that you currently use?
List instructional strategies you might use in working with students in these different areas:
•
•
•
•
•

Math Problem-Solving ______________________________________________
Reading Fluency _______________________________________________
Reading Comprehension ____________________________________________
Math Facts _______________________________________________
Spelling ________________________________________________
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Tool #7 Pre-Assessment: Managing Behaviors
What are you hoping to gain from this course, “Managing Behaviors?

How do behaviors develop?
•
Behaviors occur when a student gets what they want by doing an action that is not
socially acceptable
•
Behaviors occur when parents don’t provide the discipline a student needs
•
Behaviors occur when students want attention
•
Behaviors occur when students have psychological disorders
Select the term that best describes the way to change behaviors: Billy helped wipe down the
desks and receives a “dollar” for the school store.
•
•
•
•

Positive reinforcement
Negative reinforcement
Punishment
Extinction

Select the term that best describes the way to change behavior: Johnny had earned 15 minutes of
free time on the computer, but loses this reward when he tries to cheat on his writing assignment.
•
•
•
•

Positive reinforcement
Negative reinforcement
Punishment
Extinction

Which of the following are ways to change the environment to decrease behaviors (check all that
apply)?
•
•
•
•
•
•
•

Visual schedules
Behavior reward system
Sending student to principal’s office
Classroom expectations posted
Visual timers
Strategic classroom arrangement
Allow student to continue to increase behaviors in the classroom
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Which of the following are examples of proactive behavior strategies (check all that apply)?
•
•
•
•
•
•
•

Timeout
Prompting Hierarchy
Specific verbal praise
Visual schedules
Sending student to principal’s office
Behavior reward system
Classroom arrangement
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Appendix C
Paraprofessional Toolkit Post-Assessments
Tool #1 Post-Assessment: Understanding Disabilities
Please read the statements below and rate your knowledge before and after the training.

Before the Training
Low

Moderate

After the Training

High

Low

Moderate

High

Understand how
students qualify for
special education

o

o

o

o

o

o

Understand the various
possible disability
categories in special
education

o

o

o

o

o

o

Develop a deeper
understanding of the
most common
disability categories
and take away some
instructional strategies

o

o

o

o

o

o

List some examples of strategies that you might use to work with students of these different
disability categories:
o
o
o
o
o

Autism Spectrum Disorder ________________________________________________
Emotional Disturbance ________________________________________________
Other Health Impairment ________________________________________________
Specific Learning Disability ________________________________________________
Cognitive Disability ________________________________________________

What was your biggest take-away from this course?
How will you utilize this take-away in your professional practices moving forward?
What further questions do you have regarding "Understanding Disabilities?" The answer to your
question might be specific to your district - how can you find the answer to this question?
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Tool #2 Post-Assessment: Roles & Responsibilities
Please read the statements below and rate your knowledge before and after the training.
Before the Training
Low

Moderate

After the Training

Low

Moderate

Low

Moderate

Provide guidance
when working with
students and staff

o

o

o

o

o

o

Empower
paraprofessionals to
make a difference in
their work
environment

o

o

o

o

o

o

Provide tools to
foster success while
working with
students

o

o

o

o

o

o

In regards to instruction, which of the following are roles of yours as a paraprofessional? (Check
all that apply)
•
•
•
•
•
•
•
•

Click to write Choice 1
Monitors and provides assistance to students during classroom activity
Communicates with general education teacher and para about student instruction
Plans the instructional support activities the paraprofessional is to carry out
Supports students using instructional accommodations/modifications
Communicates with teacher/case manager about student progress
Evaluates the achievement of the students with whom the paraprofessional is working
Gives instruction for the entire class, small group, or individual student
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In regards to behavior, which of the following are roles of yours as a paraprofessional? (Check
all that apply)
•
•
•
•
•
•
•
•
•

Implements behavioral strategies using the same emphasis and techniques as the
teacher/case manager
Lead process to analyze behavior
Collect data to help determine success
Develop a Behavior Intervention Plan that addresses behavior strategies
Train para and staff on how to implement plan
Communicates with case manager about behaviors in the classroom
Observes and facilitates peer interactions
Check-in on success
Describes appropriate risk and limitations for each student

What was your biggest take-away from this course?
Did this align to what you wanted to know after you completed this course?
o Yes
o No
o Somewhat ________________________________________________
What further questions do you have regarding “Roles & Responsibilities?” The answer to your
question might be specific to your district - how can you find the answer to this question?
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Tool #3 Post-Assessment: - Collaborating with Teachers
Please read the statements below and rate your knowledge before and after the training.
Before the Training
After the Training
Low

Moderate

High

Low

Moderate

High

Understand
what makes
for
successful
collaboration

o

o

o

o

o

o

Gain
strategies for
overcoming
common
barriers to
collaboration

o

o

o

o

o

o

What would you say needs to be in place in order for successful collaboration to happen within
schools?
How might you help your team overcome any barriers preventing successful collaboration from
happening in your school?
What was your biggest take-away from this course?
Did this take away align with what you were hoping to gain from this course?
o Yes
o Somewhat ________________________________________________
o No
What further questions do you have regarding “Collaborating with Teachers”? The answer to
your question might be specific to your district - how can you find the answer to this question?
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Tool #4 Post-Assessment: Accommodations and Modifications
Please read the statements below and rate your knowledge before and after the training.
Before the Training
Low

Moderate

After the Training
High

Understand
the
importance
of
empowering
our students
to be
independent
Understand
how to utilize
the
prompting
hierarchy to
increase
independence
Understand
how to select
and then fade
prompts to
facilitate
independence
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Low

Moderate

High

What is an accommodation?
•
An accommodation changes what a student is expected to learn and demonstrate
by changing the level, priority or content
•
An accommodation is a plan that describes how a student is supposed to behave in
a classroom
•
An accommodation changes how the student accesses and demonstrates learning,
but does not change what the student is expected to learn or demonstrate
•
An accommodation is a plan that outlines special education services for a student
What is a modification?
•
A modification changes what a student is expected to learn and demonstrate by
changing the level, priority or content
•
A modification is a plan that describes how a student is supposed to behave in a
classroom
•
A modification changes how the student accesses and demonstrates learning, but
does not change what the student is expected to learn or demonstrate
•
A modification is a plan that outlines special education services for a student
Identify if this is an accommodation or modification in this scenario: A student has anxiety when
speaking in front of others. The teacher wants to evaluate student understanding of United States
leaders. The teacher assigns the class to research two of the major leaders in US history using at
least 3 sources to develop and give a presentation to the class explaining what made them great
leaders. The student is allowed to give the presentation to the teacher one-on-one.
•
•
•

Accommodation
Modification
Unsure

What was your biggest "take away" from this course?
Did this "take away" align with what you wanted to know after you completed this course?
•
•
•

Yes
Somewhat ________________________________________________
No
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Tool #5 Post-Assessment: Empowering Students
Please read the statements below and rate your knowledge before and after the training.
Before the Training
After the Training
Low

Moderate

High

Low

Moderate

High

Understand
the
importance
of
empowering
our students
to be
independent

o

o

o

o

o

o

Understand
how to utilize
the
prompting
hierarchy to
increase
independence

o

o

o

o

o

o

Understand
how to select
and then fade
prompts to
facilitate
independence

o

o

o

o

o

o

What might you do at each level of prompting for this scenario: Jimmy is working on
remembering how and when to wash his hands - he is just about to go back to his desk without
washing his hands after blowing his nose?
•

Indirect Verbal ________________________________________________

•

Direct Verbal ________________________________________________

•

Gesture ________________________________________________

•

Modeling ________________________________________________

•

Partial Physical Assist ______________________________________________

•

Full Physical Assist ________________________________________________

In order to encourage as much independence as possible, which prompt should be used in this
scenario: Tommy struggles with remembering to take his planner with him to History class -
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while at Tommy's locker on the way to History class, his para notices he forgot to grab his
planner?
•

Indirect Verbal

•

Direct Verbal

•

Gesture

•

Modeling

•

Partial Physical Assist

•

Full Physical Assist

When using prompting to increase independence with a student, it's important to (check all that
apply):
•
•
•
•
•

Use only one prompt at a time
Avoid using a prompt that provides more assistance than what the student needs
Try all of the prompts in one sitting
Be ready to fade the prompt in a reasonable amount of time
Be prepared for when it's time to remove verbal prompts

What was your biggest take-away from this course?
Did this take away align with what you were hoping to learn from this course?
•

Yes

•

Somewhat ________________________________________________

•

No

What further questions do you have regarding “Empowering Students to be Independent?” The
answer to your question might be specific to your district - how can you find the answer to this
question
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Tool #6 Post-Assessment: Academic Instruction
Please read the statements below and rate your knowledge before and after the training.
Before the Training
After the Training
Low

Moderate

High

Low

Moderate

High

Understand the
importance of
empowering
our students to
be independent

o

o

o

o

o

o

Understand
how to utilize
the prompting
hierarchy to
increase
independence

o

o

o

o

o

o

Understand
how to select
and then fade
prompts to
facilitate
independence

o

o

o

o

o

o

Which instructional strategies do you think you'll use in the next two weeks?
List which instructional strategies you might use in working with students in these different
areas:
•
•
•
•
•

Math Problem-Solving _____________________________________________
Reading Fluency ________________________________________________
Reading Comprehension ____________________________________________
Math Facts ________________________________________________
Spelling ________________________________________________

What was your biggest take away from this course?
Did this take away align to what you wanted to know after completing this course?
•

Yes

•

Somewhat ________________________________________________

•

No
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Tool #7 Post-Assessment: Managing Behaviors
Please read the statements below and rate your knowledge before and after the training.
Before the Training
Low

Moderate

After the Training

High

Low

Moderate

High

Understand why
behaviors occur

o

o

o

o

o

o

How mindset about
behaviors matter

o

o

o

o

o

o

Learn
Environmental
Strategies

o

o

o

o

o

o

Learn Proactive
Behavior Strategies

o

o

o

o

o

o

How do behaviors develop?
•
Behaviors occur when a student gets what they want by doing an action that is not
socially acceptable
•
Behaviors occur when parents don’t provide the discipline a student needs
•
Behaviors occur when students want attention
•
Behaviors occur when students have psychological disorders

Select the term that best describes the way to change behaviors: Susie helped pick up trash on the
playground and receives a “dollar” for the school store.
•
•
•
•

Positive reinforcement
Negative reinforcement
Punishment
Extinction
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Select the term that best describes the way to change behavior: Allison had earned 15 minutes of
free time on the computer but loses this reward when she tries to cheat on her math assignment.
•
•
•
•

Positive reinforcement
Negative reinforcement
Punishment
Extinction

Which of the following are ways to change the environment to decrease behaviors (check all that
apply)?
•
•
•
•
•
•
•

Visual schedules
Behavior reward system
Sending student to principal’s office
Classroom expectations posted
Visual timers
Strategic classroom arrangement
Allow student to continue to increase behaviors in the classroom

Which of the following are examples of proactive behavior strategies (check all that apply)?
•
•
•
•
•
•
•

Timeout
Prompting Hierarchy
Specific verbal praise
Visual schedules
Sending student to principal’s office
Behavior reward system
Classroom arrangement

What was your biggest take away from this course?
Did this take away align with what you wanted to know after you completed this course?
•
•
•

Yes
Somewhat ________________________________________________
No
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Appendix D
Pre- and Post-Assessment Data Questions used in Analysis Overview
Tool

Assessment (Pre and Post)

Tool 1
Understanding
Disabilities

Pre-Assessment
List some examples of strategies that you might use to
work with students of these different disability
categories:
• Autism Spectrum Disorder
• Emotional Disturbance
• Other Health Impairment
• Specific Learning Disability
• Cognitive Disability
Post Assessment
List some examples of strategies that you might use to
work with students of these different disability
categories:
• Autism Spectrum Disorder
• Emotional Disturbance
• Other Health Impairment
• Specific Learning Disability
• Cognitive Disability

Tool 2: Roles
and
Responsibilities

Pre-Assessment
In regards to instruction, which of the following are
roles of yours as a paraprofessional? (Check all that
apply)?
• Implements plans created by the teacher
• Monitors and provides assistance to students
during classroom activity
• Communicates with general education teacher
and para about student instruction
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Evaluation
Process
A 4 point (0-4)
rubric was used
for the
assessment of the
participants
responses. The
rubric was used
by two-raters.
The rubric
criteria aligned
to strategies that
were provided
within the Tool 1
online training.
The rubric
evaluates all
categories
together, rather
than each
individual
category. The
same rubric
criteria was used
for pre- and postassessment
responses in
order to evaluate
the impact of
tool 1 content on
participants.
Assessment for
both instruction
and behavior
have correct and
incorrect
answers. The
data in both preand postassessment was

•

Plans the instructional support activities the
paraprofessional is to carry out
• Supports students using instructional
accommodations/modifications
• Communicates with teacher/case manager
about student progress
• Evaluates the achievement of the students with
whom the paraprofessional is working
• Gives instruction for the entire class, small
group, or individual student
In regards to behavior, which of the following are roles
of yours as a paraprofessional? (Check all that apply)
• Implements behavioral strategies using the
same emphasis and techniques as the
teacher/case manager
• Lead process to analyze behavior
• Collect data to help determine success
• Develop a Behavior Intervention Plan that
addresses behavior strategies
• Train para and staff on how to implement plan
• Communicates with case manager about
behaviors in the classroom
• Observes and facilitates peer interactions
• Check-in on success
• Describes appropriate risk and limitations for
each student
Post-Assessment
In regards to instruction, which of the following are
roles of yours as a paraprofessional? (Check all that
apply)?
• Implements plans created by the teacher
• Monitors and provides assistance to students
during classroom activity
• Communicates with general education teacher
and para about student instruction
• Plans the instructional support activities the
paraprofessional is to carry out
• Supports students using instructional
accommodations/modifications
• Communicates with teacher/case manager
about student progress
• Evaluates the achievement of the students with
whom the paraprofessional is working
• Gives instruction for the entire class, small
group, or individual student
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calculated
individually then
compared to
each other. The
purpose of this
was to determine
individual scores
for participants.

Tool 3:
Collaboration
with Teachers

In regards to behavior, which of the following are roles
of yours as a paraprofessional? (Check all that apply)
• Implements behavioral strategies using the
same emphasis and techniques as the
teacher/case manager
• Lead process to analyze behavior
• Collect data to help determine success
• Develop a Behavior Intervention Plan that
addresses behavior strategies
• Train para and staff on how to implement plan
• Communicates with case manager about
behaviors in the classroom
• Observes and facilitates peer interactions
• Check-in on success
• Describes appropriate risk and limitations for
each student
Pre-Assessment
• What would you say needs to be in place in
order for successful collaboration to happen
within schools?
Post-Assessment
What would you say needs to be in place in order for
successful collaboration to happen within schools?

Tool 4:
Pre-Assessment
Accommodations What is an accommodation?
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A 4-point (0-4)
rubric was used
for the
assessment of the
participants
responses. The
rubric was used
by two-raters.
The rubric
criteria aligned
to strategies,
ideas, and other
suggestions that
would improve
collaboration
that were
provided within
the Tool 3
training. The
same rubric
criteria was used
for pre- and postassessment
responses in
order to evaluate
the impact of
tool 2 content on
participants
Assessment
questions for all

and
Modifications

•

An accommodation changes what a student is
expected to learn and demonstrate by changing
the level, priority or content
• An accommodation is a plan that describes how
a student is supposed to behave in a classroom
• An accommodation changes how the student
accesses and demonstrates learning, but does
not change what the student is expected to learn
or demonstrate
• An accommodation is a plan that outlines
special education services for a student
What is a modification?
• A modification changes what a student is
expected to learn and demonstrate by changing
the level, priority or content
• A modification is a plan that describes how a
student is supposed to behave in a classroom
• A modification changes how the student
accesses and demonstrates learning, but does
not change what the student is expected to learn
or demonstrate
• A modification is a plan that outlines special
education services for a student
Identify if this is an accommodation or modification in
this scenario: Billy struggles with Spelling. Billy takes
an individualized spelling test that has fewer words
and the words are different than what he classmates are
learning?
• Accommodation
• Modification
• Unsure
Post-Assessment
What is an accommodation?
• An accommodation changes what a student is
expected to learn and demonstrate by changing
the level, priority or content
• An accommodation is a plan that describes how
a student is supposed to behave in a classroom
• An accommodation changes how the student
accesses and demonstrates learning, but does
not change what the student is expected to learn
or demonstrate
• An accommodation is a plan that outlines
special education services for a student
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three questions
have one right
answer. The
scenario in the
pre and postassessment are
different, the
answers
provided are the
same options in
both pre- and
post-assessment.
For this question,
the correct
answer is the
same in the preand postassessment. The
data in both preand postassessment was
calculated to
determine both
right and wrong
answers in both
assessments.

Tool 5:
Empowering
Students

What is a modification?
• A modification changes what a student is
expected to learn and demonstrate by changing
the level, priority or content
• A modification is a plan that describes how a
student is supposed to behave in a classroom
• A modification changes how the student
accesses and demonstrates learning, but does
not change what the student is expected to learn
or demonstrate
• A modification is a plan that outlines special
education services for a student
Identify if this is an accommodation or modification in
this scenario: A student has anxiety when speaking in
front of others. The teacher wants to evaluate student
understanding of United States leaders. The teacher
assigns the class to research two of the major leaders in
US history using at least 3 sources to develop and give
a presentation to the class explaining what made them
great leaders. The student is allowed to give the
presentation to the teacher one-on-one.
• Accommodation
• Modification
• Unsure
Pre-Assessment
To encourage as much independence as possible,
which type of prompt should be used in this scenario:
Jenny recognizes the bell as being a signal to go to her
next class, but she needs help remembering what she
needs to bring to her next class.
• Indirect Verbal
• Direct Verbal
• Gesture
• Modeling
• Partial Physical Assist
• Full Physical Assist
When using prompting to increase independence with
a student, it's important to (check all that apply):
• Use only one prompt at a time
• Avoid using a prompt that provides more
assistance than what the student needs
• Try all of the prompts in one sitting
• Be ready to fade the prompt in a reasonable
amount of time
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Assessment
questions for all
both questions
have multiple
right answers.
The second
question about
prompting has 4
right answers out
of 5. For the
evaluation of this
data, the
evaluators
focused only on
if the participants
answered: Use
only one prompt
at a time. For the
developers of
this training, this

•

Tool 6:
Instructional
Strategies

Be prepared for when it's time to remove verbal
prompts
Post-Assessment
In order to encourage as much independence as
possible, which prompt should be used in this scenario:
Tommy struggles with remembering to take his
planner with him to History class - while at Tommy's
locker on the way to History class, his para notices he
forgot to grab his planner?
• Indirect Verbal
• Direct Verbal
• Gesture
• Modeling
• Partial Physical Assist
• Full Physical Assist
When using prompting to increase independence with
a student, it's important to (check all that apply):
• Use only one prompt at a time
• Avoid using a prompt that provides more
assistance than what the student needs
• Try all of the prompts in one sitting
• Be ready to fade the prompt in a reasonable
amount of time
• Be prepared for when it's time to remove verbal
prompts
Pre-Assessment
List instructional strategies you might use in working
with students in these different areas:
• Math Problem-Solving
• Reading Fluency
• Reading Comprehension
• Math Facts
• Spelling
Post-Assessment
List instructional strategies you might use in working
with students in these different areas:
• Math Problem-Solving
• Reading Fluency
• Reading Comprehension
• Math Facts
Spelling
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was the main
strategy they
were hoping
paraprofessionals
were able to
understand.
The data in both
pre- and postassessment was
calculated to
determine both
right and wrong
answers in both
assessments.

A 4-point (0-4)
rubric was used
for the
assessment of the
participants
responses. The
rubric was used
by two-raters.
The rubric
criteria aligned
to strategies that
were provided
within Tool 6 for
each area. The
rubric evaluates
all categories
together, rather
than each
individual
category. The
same rubric

Tool 7:
Managing
Behaviors

Pre-Assessment
How do behaviors develop?
• Behaviors occur when a student gets what they
want by doing an action that is not socially
acceptable
• Behaviors occur when parents don’t provide
the discipline a student needs
• Behaviors occur when students want attention
• Behaviors occur when students have
psychological disorders
Select the term that best describes the way to change
behaviors:
Billy helped wipe down the desks and receives a
“dollar” for the school store. Select the term that best
describes the way to change behavior:
• Positive reinforcement
• Negative reinforcement
• Punishment
• Extinction
Select the term that best describes the way to change
behaviors:
Johnny had earned 15 minutes of free time on the
computer, but loses this reward when he tries to cheat
on his writing assignment.
• Positive reinforcement
• Negative reinforcement
• Punishment
• Extinction
Which of the following are ways to change the
environment to decrease behaviors (check all that
apply)?
• Visual schedules
• Behavior reward system
• Sending student to principal’s office
• Classroom expectations posted
• Visual timers
• Strategic classroom arrangement
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criteria were
used for pre- and
post-assessment
responses in
order to evaluate
the impact of
tool 6 content on
participants.
Assessment
questions for all
both questions
have multiple
right answers.
The third and
fourth questions
in the pre- and
post-assessment
both are different
examples, but
both have the
same correct
answers in the
pre- and postassessment. The
last two
questions contain
multiple correct
and incorrect
answers, but
both are the
same in the preand postassessments. The
data in both preand postassessment was
calculated to
determine both
right and wrong
answers in both
assessments.

•

Allow student to continue to increase behaviors
in the classroom
Which of the following are examples of proactive
behavior strategies (check all that apply)?
• Timeout
• Prompting Hierarchy
• Specific verbal praise
• Visual schedules
• Sending student to principal’s office
• Behavior reward system
• Classroom arrangement
Post-Assessment
How do behaviors develop?
• Behaviors occur when a student gets what they
want by doing an action that is not socially
acceptable
• Behaviors occur when parents don’t provide
the discipline a student needs
• Behaviors occur when students want attention
• Behaviors occur when students have
psychological disorders
Select the term that best describes the way to change
behaviors: Susie helped pick up trash on the
playground and receives a “dollar” for the school store.
• Positive reinforcement
• Negative reinforcement
• Punishment
• Extinction
Select the term that best describes the way to change
behavior: Allison had earned 15 minutes of free time
on the computer but loses this reward when she tries to
cheat on her math assignment.
• Positive reinforcement
• Negative reinforcement
• Punishment
• Extinction
Which of the following are ways to change the
environment to decrease behaviors (check all that
apply)?
• Visual schedules
• Behavior reward system
• Sending student to principal’s office
• Classroom expectations posted
• Visual timers
• Strategic classroom arrangement
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•

Tool

Allow student to continue to increase behaviors
in the classroom
Which of the following are examples of proactive
behavior strategies (check all that apply)?
• Timeout
• Prompting Hierarchy
• Specific verbal praise
• Visual schedules
• Sending student to principal’s office
• Behavior reward system
• Classroom arrangement
Assessment (Pre and Post)

Tool 1
Understanding
Disabilities

Pre-Assessment
List some examples of strategies that you might use to
work with students of these different disability
categories:
• Autism Spectrum Disorder
• Emotional Disturbance
• Other Health Impairment
• Specific Learning Disability
• Cognitive Disability
Post Assessment
List some examples of strategies that you might use to
work with students of these different disability
categories:
• Autism Spectrum Disorder
• Emotional Disturbance
• Other Health Impairment
• Specific Learning Disability
• Cognitive Disability

Tool 2: Roles
and
Responsibilities

Pre-Assessment
In regards to instruction, which of the following are
roles of yours as a paraprofessional? (Check all that
apply)?
• Implements plans created by the teacher
• Monitors and provides assistance to students
during classroom activity
• Communicates with general education teacher
and para about student instruction
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Evaluation
Process
0–3 point rubric
was used by tworaters. The rubric
criteria aligned
to strategies that
were provided
within Tool 1.
The rubric
evaluates all
categories
together, rather
than each
individual
category. The
same rubric
criteria were
used for pre- and
post-assessment
responses in
order to evaluate
the impact of
tool 1 content on
participants.
Assessment for
both instruction
and behavior
have correct
responses and
incorrect
answers. The
data in both preand post-

•

Plans the instructional support activities the
paraprofessional is to carry out
• Supports students using instructional
accommodations/modifications
• Communicates with teacher/case manager
about student progress
• Evaluates the achievement of the students with
whom the paraprofessional is working
• Gives instruction for the entire class, small
group, or individual student
In regards to behavior, which of the following are roles
of yours as a paraprofessional? (Check all that apply)
• Implements behavioral strategies using the
same emphasis and techniques as the
teacher/case manager
• Lead process to analyze behavior
• Collect data to help determine success
• Develop a Behavior Intervention Plan that
addresses behavior strategies
• Train para and staff on how to implement plan
• Communicates with case manager about
behaviors in the classroom
• Observes and facilitates peer interactions
• Check-in on success
• Describes appropriate risk and limitations for
each student
Post-Assessment
In regards to instruction, which of the following are
roles of yours as a paraprofessional? (Check all that
apply)?
• Implements plans created by the teacher
• Monitors and provides assistance to students
during classroom activity
• Communicates with general education teacher
and para about student instruction
• Plans the instructional support activities the
paraprofessional is to carry out
• Supports students using instructional
accommodations/modifications
• Communicates with teacher/case manager
about student progress
• Evaluates the achievement of the students with
whom the paraprofessional is working
• Gives instruction for the entire class, small
group, or individual student
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assessment was
calculated to
determine both
right and wrong
answers in both
assessments

Tool 3:
Collaboration
with Teachers

In regards to behavior, which of the following are roles
of yours as a paraprofessional? (Check all that apply)
• Implements behavioral strategies using the
same emphasis and techniques as the
teacher/case manager
• Lead process to analyze behavior
• Collect data to help determine success
• Develop a Behavior Intervention Plan that
addresses behavior strategies
• Train para and staff on how to implement plan
• Communicates with case manager about
behaviors in the classroom
• Observes and facilitates peer interactions
• Check-in on success
• Describes appropriate risk and limitations for
each student
Pre-Assessment
• What would you say needs to be in place in
order for successful collaboration to happen
within schools?
Post-Assessment
What would you say needs to be in place in order for
successful collaboration to happen within schools?

0–3 point rubric
was used by tworaters. The rubric
criteria aligned
to strategies,
ideas, and other
suggestions that
would improve
collaboration
that were
provided within
Tool 3. The same
rubric criteria
were used for
pre- and postassessment
responses in
order to evaluate
the impact of
tool 2 content on
participants
Tool 4:
Pre-Assessment
Assessment
Accommodations What is an accommodation?
questions for all
and
three questions
• An accommodation changes what a student is
Modifications
expected to learn and demonstrate by changing have one right
answer.
the level, priority or content
• An accommodation is a plan that describes how Although the
scenario in the
a student is supposed to behave in a classroom
pre and post• An accommodation changes how the student
assessment are
accesses and demonstrates learning, but does
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not change what the student is expected to learn
or demonstrate
• An accommodation is a plan that outlines
special education services for a student
What is a modification?
• A modification changes what a student is
expected to learn and demonstrate by changing
the level, priority or content
• A modification is a plan that describes how a
student is supposed to behave in a classroom
• A modification changes how the student
accesses and demonstrates learning, but does
not change what the student is expected to learn
or demonstrate
• A modification is a plan that outlines special
education services for a student
Identify if this is an accommodation or modification in
this scenario: Billy struggles with Spelling. Billy takes
an individualized spelling test that has fewer words
and the words are different than what he classmates are
learning?
• Accommodation
• Modification
• Unsure
Post-Assessment
What is an accommodation?
• An accommodation changes what a student is
expected to learn and demonstrate by changing
the level, priority or content
• An accommodation is a plan that describes how
a student is supposed to behave in a classroom
• An accommodation changes how the student
accesses and demonstrates learning, but does
not change what the student is expected to learn
or demonstrate
• An accommodation is a plan that outlines
special education services for a student
What is a modification?
• A modification changes what a student is
expected to learn and demonstrate by changing
the level, priority or content
• A modification is a plan that describes how a
student is supposed to behave in a classroom
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different, the are
still provided the
same response
options in both
pre- and postassessment. For
this question, the
correct answer is
the same in the
pre- and postassessment. The
data in both preand postassessment was
calculated to
determine both
right and wrong
answers in both
assessments

•

Tool 5:
Empowering
Students

A modification changes how the student
accesses and demonstrates learning, but does
not change what the student is expected to learn
or demonstrate
• A modification is a plan that outlines special
education services for a student
Identify if this is an accommodation or modification in
this scenario: A student has anxiety when speaking in
front of others. The teacher wants to evaluate student
understanding of United States leaders. The teacher
assigns the class to research two of the major leaders in
US history using at least 3 sources to develop and give
a presentation to the class explaining what made them
great leaders. The student is allowed to give the
presentation to the teacher one-on-one.
• Accommodation
• Modification
• Unsure
Pre-Assessment
To encourage as much independence as possible,
which type of prompt should be used in this scenario:
Jenny recognizes the bell as being a signal to go to her
next class, but she needs help remembering what she
needs to bring to her next class.
• Indirect Verbal
• Direct Verbal
• Gesture
• Modeling
• Partial Physical Assist
• Full Physical Assist
When using prompting to increase independence with
a student, it's important to (check all that apply):
• Use only one prompt at a time
• Avoid using a prompt that provides more
assistance than what the student needs
• Try all of the prompts in one sitting
• Be ready to fade the prompt in a reasonable
amount of time
• Be prepared for when it's time to remove verbal
prompts
Post-Assessment
In order to encourage as much independence as
possible, which prompt should be used in this scenario:
Tommy struggles with remembering to take his
planner with him to History class - while at Tommy's
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Assessment
questions for all
both questions
have multiple
right answers.
The second
question about
prompting has 4
right answers out
of 5. For the
evaluation of this
data, the
evaluators
focused only on
if the participants
answered: Use
only one prompt
at a time. For the
developers of
this training, this
was the main
strategy they
were hoping
paraprofessionals
were able to
understand.
The data in both
pre- and post-

Tool 6:
Instructional
Strategies

Tool 7:
Managing
Behaviors

locker on the way to History class, his para notices he
forgot to grab his planner?
• Indirect Verbal
• Direct Verbal
• Gesture
• Modeling
• Partial Physical Assist
• Full Physical Assist
When using prompting to increase independence with
a student, it's important to (check all that apply):
• Use only one prompt at a time
• Avoid using a prompt that provides more
assistance than what the student needs
• Try all of the prompts in one sitting
• Be ready to fade the prompt in a reasonable
amount of time
• Be prepared for when it's time to remove verbal
prompts
Pre-Assessment
List instructional strategies you might use in working
with students in these different areas:
• Math Problem-Solving
• Reading Fluency
• Reading Comprehension
• Math Facts
• Spelling
Post-Assessment
List instructional strategies you might use in working
with students in these different areas:
• Math Problem-Solving
• Reading Fluency
• Reading Comprehension
• Math Facts
Spelling

Pre-Assessment
How do behaviors develop?
• Behaviors occur when a student gets what they
want by doing an action that is not socially
acceptable
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assessment was
calculated to
determine both
right and wrong
answers in both
assessments.

0–3 point rubric
was used by tworaters. The rubric
criteria aligned
to strategies that
were provided
within Tool 6 for
each area. The
rubric evaluates
all categories
together, rather
than each
individual
category. The
same rubric
criteria were
used for pre- and
post-assessment
responses in
order to evaluate
the impact of
tool 6 content on
participants.
Assessment
questions for all
both questions
have multiple
right answers.

•

Behaviors occur when parents don’t provide
the discipline a student needs
• Behaviors occur when students want attention
• Behaviors occur when students have
psychological disorders
Select the term that best describes the way to change
behaviors:
Billy helped wipe down the desks and receives a
“dollar” for the school store. Select the term that best
describes the way to change behavior:
• Positive reinforcement
• Negative reinforcement
• Punishment
• Extinction
Select the term that best describes the way to change
behaviors:
Johnny had earned 15 minutes of free time on the
computer, but loses this reward when he tries to cheat
on his writing assignment.
• Positive reinforcement
• Negative reinforcement
• Punishment
• Extinction
Which of the following are ways to change the
environment to decrease behaviors (check all that
apply)?
• Visual schedules
• Behavior reward system
• Sending student to principal’s office
• Classroom expectations posted
• Visual timers
• Strategic classroom arrangement
• Allow student to continue to increase behaviors
in the classroom
Which of the following are examples of proactive
behavior strategies (check all that apply)?
• Timeout
• Prompting Hierarchy
• Specific verbal praise
• Visual schedules
• Sending student to principal’s office
• Behavior reward system
• Classroom arrangement
Post-Assessment
How do behaviors develop?
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The third and
fourth questions
in the pre- and
post-assessment
both are different
examples, but
both have the
same correct
answers in the
pre- and postassessment. The
last two
questions contain
multiple correct
and incorrect
answers, but
both are the
same in the preand postassessments. The
data in both preand postassessment was
calculated to
determine both
right and wrong
answers in both
assessments.

•

Behaviors occur when a student gets what they
want by doing an action that is not socially
acceptable
• Behaviors occur when parents don’t provide
the discipline a student needs
• Behaviors occur when students want attention
• Behaviors occur when students have
psychological disorders
Select the term that best describes the way to change
behaviors: Susie helped pick up trash on the
playground and receives a “dollar” for the school store.
• Positive reinforcement
• Negative reinforcement
• Punishment
• Extinction
Select the term that best describes the way to change
behavior: Allison had earned 15 minutes of free time
on the computer but loses this reward when she tries to
cheat on her math assignment.
• Positive reinforcement
• Negative reinforcement
• Punishment
• Extinction
Which of the following are ways to change the
environment to decrease behaviors (check all that
apply)?
• Visual schedules
• Behavior reward system
• Sending student to principal’s office
• Classroom expectations posted
• Visual timers
• Strategic classroom arrangement
• Allow student to continue to increase behaviors
in the classroom
Which of the following are examples of proactive
behavior strategies (check all that apply)?
• Timeout
• Prompting Hierarchy
• Specific verbal praise
• Visual schedules
• Sending student to principal’s office
• Behavior reward system
• Classroom arrangement

142

Appendix E
Paraprofessional Pre and Post Assessment Rubrics
Tool #1 Understanding Disabilities Assessment Rubric
List some examples of strategies that you might use to work with students of these different
disability categories
0
1
2
3
Listed no strategies
Participant listed one Participant listed at
Participant listed two
relevant strategy for
least two relevant
or more relevant
three or more
strategies for three or strategies to each
corresponding
more corresponding
corresponding
disability categories
disability categories
disability categories
Relevant Strategies is determined by specific strategies listed in training (see list below).
Autism:
Emotional
OHI
SLD
For visual needs:
Disturbance
• Visual
• Establish
Schedules
predictable
• Use positive
• Use the
• PECS
routines
reinforcement
student’s
• Social Stories
• Establish
to encourage
strengths to
For routine needs:
clear rules
appropriate
work on their
• Visual
and
behavior
weaknesses
Schedules
expectations
• Have clear
• Allow extra
• Prepare
• Positively
expectations
time to finish
student for
reinforce
that involve
work
coming
appropriate
positive
• Teach
changes in
behavior
support
organizational
routine
• Focus on
• Preferential
skills
• Break down
prevention
seating, study
• Teach
tasks into
rather than
buddies
studying skills
steps
reaction
• Organizational
and learning
For sensory needs:
• Provide
tools
strategies
• Avoid
choices
(calendars,
• When
situations that
whenever
alarms, supply
learning new
provide
possible
organizers)
information,
negative
• Peer
• Break down
help student
sensory
mentoring
work into
make
stimulation
smaller
connections to
• Alternate
segments
previous
difficult tasks
• Provide lots of
learning
with sensory
positive
• Include
tasks
feedback
hands-on
• Allow
• Teach selfteaching when
sensorymonitoring by
possible
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seeking
behaviors if
reasonable
and safe
• Provide
different time
intervals for
sensory
activities
• Teach student
to
communicate
frustration or
need
• Break cards
• PECS
General strategies:
• Provide
choices –
“This or
that?” “Now
or then?”
“First/Then”
• Allow wait
time
Model appropriate
language and use it to
reflect what you
think the student is
trying to say

modeling
thinking aloud
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Tool #3: Collaborating with Teachers Assessment Rubric
What would you say needs to be in place in order for successful collaboration to happen within
schools?
0
1
2
3
Participant listed no
Participant listed only Participant listed two Participant listed
current or potential
one policy or strategy strategies/policies
more than two
policies
strategies/policies
Participant listed
Participant listed
Participant listed
policies at least one
policies and/or
policies and/or
and/or strategies, but strategies that are
strategies that are
may be irrelevant to
relevant to improving relevant to improving
improving
collaboration and
collaboration and
collaboration and
referenced one pillars referenced one or
does not align to the
of collaboration”
more of the “pillars
“pillars of
(Trust, Clarifying
of collaboration”
collaboration”
Roles and
(Trust, Clarifying
Expectations, Open
Roles and
*Not aligning to
Communication,
Expectations, Open
“pillars of
Diversity of Ideas,
Communication,
collaboration”
and Balance Team’s
Diversity of Ideas,
includes just saying
Focus)
and Balance Team’s
“Communication”
Focus)
*Unless one pillar
referenced just says
“Communication,”
then they get a 1
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Tool #6: Academic Instruction
List which instructional strategies you might use in working with students in these different
areas:
0
1
2
3
Participant shared 1 or
Participant shared 2 Participant shared 3 Participant shared 4
fewer strategies.
strategies.
strategies.
or more strategies.
Participant did not list
Participant listed
Participant listed
Meets criteria (listed
any instructional
instructional
one or more
one or more
strategies
strategies, but three relevant
relevant
or more of the
instructional
instructional
subject areas
strategies (see list of strategies (see list of
addressed did not
strategies below) for strategies below) for
have strategies
at least 3 of the
at least 3 of the
listed or had
addressed subject
addressed subject
strategies that were areas
areas) for 2 and has
irrelevant (see list of
at least one
relevant strategies
additional strategy
below)
in two areas.
Relevant Strategies is determined by specific instructional strategies listed in training (see list
below).
• Graphics Organizers
Verbal and Visual Word Association
o Hamburger
(VVWA)
o Webb
Vocab-O-Gram
o Venn diagram
Vocabulary Self-Awareness Chart
• KWL Charts
Word Detective
• Cover-Copy-Compare
Cartoon Vocabulary
• Direct Instruction
Alphaboxes
• Mnemonics
Own the Word
• Chunking
Graffiti Vocabulary
• Incremental Rehearsal
Guess the Meaning
K.I.M. Vocabulary Strategy
Knowledge Rating Scale
Making Meaning
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Appendix E: Pre- and Post-Assessment Main Effects (Pre-Post Growth) Data
Table 10
Paraprofessional Toolkit Pre- and Post-Assessment Main Effects of Time (Pre-Post Growth)
Controlling for Years Experience
Tool
Tool 1
Tool 2
Tool 3
Tool 4
Tool 5
Tool 6
Tool 7

F
87.31
7.80
101.86
114.79
34.28
168.81
30.19

df
(1,84)
(1,85)
(1,85)
(1,85)
(1,85)
(1,85)
(1,85)

p
.055
.512
.191
.546
.433
.384
.500

ηp2
.51
.08
.55
.57
.29
.67
.26

Table 11
Paraprofessional Toolkit Pre- and Post-Assessment Main Effects of Time (Pre-Post Growth)
Controlling for Grade Level
Tool
F
df
p
ηp2
66.69
(1,84)
.352
.44
Tool 1
7.59
(1, 85)
.913
.08
Tool 2
121.68
(1, 85)
.058
.59
Tool 3
112.64
(1, 85)
.717
.57
Tool 4
31.50
(1,
85)
.644
.27
Tool 5
148.81
(1, 85)
.351
.64
Tool 6
21.77
(1, 85)
.004
.20
Tool 7

Table 12
Paraprofessional Toolkit Pre- and Post-Assessment Main Effects of Time (Pre-Post Growth)
Controlling for Location
Tool

Effect

df
(1, 85)

p
.224

ηp2
.48

Tool 1

Time

F
79.63

Tool 2

Time

9.29

(1, 86)

.659

.10

Tool 3

Time

110.99

(1, 86)

.692

.56

Tool 4

Time

123.37

(1, 86)

.286

.59

Tool 5

Time

32.43

(1, 86)

.565

.27

Tool 6

Time

170.34

(1, 86)

.344

.66

Tool 7

Time

28.51

(1, 86)

.286

.25
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Table 13
Paraprofessional Toolkit Pre- and Post-Assessment Main Effects of Time (Pre-Post Growth)
Controlling for District Size
Tool
Effect
F
df
p
ηp2
Time
73.36
(1, 84)
.552
.47
Tool 1
Tool 2

Time
Time

7.68
107.58

(1, 85)
(1, 85)

.143
.313

.08
.56

Tool 5

Time
Time

114.34
32.42

(1, 85)
(1, 85)

.298
.977

.60
.28

Tool 6

Time

164.51

(1, 85)

.277

.66

Tool 7

Time

31.67

(1, 85)

.199

.27

Tool 3
Tool 4
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Appendix F: Pre- and Post-Assessment Between Subjects Effects Data

Table 14
Paraprofessional Toolkit Pre- and Post-Assessment Between-Subjects Effect:
Years Experience
Tools
df
F
p
ηp2
Tool 1
(2,84)
0.09
.916
.02
Tool 2
(2,85)
0.75
.475
.02
Tool 3
(2,85)
1.09
.342
.02
Tool 4
(2,85)
0.01
.985
.01
Tool 5
(2,85)
0.35
.707
.01
Tool 6
(2,85)
1.50
.229
.03
Tool 7
(2,85)
1.66
.195
.04

Table 15
Paraprofessional Toolkit Pre- and Post-Assessment Between-Subjects
Effect: Grade Level
Tools
df
F
p
ηp2
Tool 1
(2,84)
.39
.962
.01
Tool 2
(2,85)
.75
.015
.02
Tool 3
(2,85)
1.44
.241
.03
Tool 4
(2,84)
2.42
.095
.05
Tool 5
(2,85)
.14
.869
.03
Tool 6
(2,85)
.29
.746
.07
Tool 7

(2, 85)

.60

.552

.01

Table 16
Paraprofessional Toolkit Pre- and Post-Assessment Between-Subjects
Effect: State
Tools
df
F
p
ηp2
Tool 1
(1, 85)
.26
.559
.01
Tool 2
(1, 86)
.02
.895
.01
Tool 3
(1, 86)
.02
.880
.01
Tool 4
(1, 86)
.1
.753
.01
Tool 5
(1, 86)
.07
.791
.01
Tool 6
(1, 86)
.04
.846
.01
Tool 7
(1, 86)
.62
.433
.01
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Table 17
Paraprofessional Toolkit Pre- and Post-Assessment Between-Subjects Effect:
District Size
Tools
df
F
p
ηp2
Tool 1
(2,84)
3.71
.029
.08
Tool 2
(2,85)
2.60
.081
.06
Tool 3
(2,85)
1.27
.285
.03
Tool 4
(2,84)
.18
.834
.04
Tool 5
(2,85)
2.71
.072
.06
Tool 6
(2,85)
.54
.584
.01
Tool 7
(2, 85)
.09
.912
.01
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